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ABSTRACT
This autoethnographic study presents a narrative of my lifelong yearning to pursue the
practice of magic while concurrently managing the frustrations of being a public elementary
school teacher. This study also presents sets of facilitating factors that enabled me to surmount
personal, professional, and sociocultural challenges to rekindle my direction and purpose in life.
The research questions guiding this study include the following: 1) What are the multiple levels
of influence that have contributed to my desire to be a magician and leave the teaching
profession? ; and 2) In the interrelation of the above context, how do I reignite my artistic
passion and purpose? Using the Bronfenbrenner model of human ecology, this study explores
multiple levels of influence spanning those from a sociocultural perspective to those of an interand intrapersonal nature.
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CHAPTER 1: STUDY INTRODUCTION
Magic & Education: The Origins
In the 1980s, I got a call from a reporter from the Palos Verdes Peninsula News in Los
Angeles who wanted to interview me for a story in our local newspaper. At that time, I was
employed by the Los Angeles County Parks and Recreation Department where I worked with
developmentally disabled children and taught classes in magic to children and adults. Such press
coverage for my work as an educator and magician in my adolescent years not only felt like a
big deal but it actually was featured in the news.
In the story, I am quoted as saying something to the effect that it is hard to make a living
as a magician. Instead, I stated that I had planned to become a teacher. I do not know where that
occupational inclination came from or where the message “that it was hard to make it as a
magician” originated. Reading this piece nearly 35 years later, it is clear that these choices and
messages came from my parents. They used to tell me, “Do something stable and practical!” In
other words, I learned quickly that it was desirable to be like my father, a solid and stable
“career man.” Nonetheless, my parents encouraged my magic pursuits as a “nice hobby”
especially as they saw that it could be nicely integrated into classroom teaching. Doing magic,
or becoming an illusionist, was never considered a viable or esteemed occupational choice on its
own.
Later, after the Peninsula News printed the story, a corporate executive called me to
come to his house. He hired me to give magic lessons to his son. Although I loved doing magic
on its own, my passion was ignited as I had my first chance to do “something stable” that
combined my love of teaching and my passion for entertainment. I learned early on that passions
1

could be synergistic and could yield important lessons in years to come. Indeed, my personal
journey as a magician and my professional foray into the world of education would offer a
perspective and narrative not only of my own struggles, challenges, and triumphs of such
integrated personal-occupational pursuits but also insight on the broader sociocultural meaning
and ascribed value of the arts in my own human development.
Introduction
Never before have schools been faced with a confluence of challenges such as
teacher/student pressures associated with standardized testing, elimination of and continued
vulnerability to arts education funding cuts, and the loss of morale among experienced teachers
(Onosko, 2011). Indeed, my fifteen years of experience as a public school teacher can serve as a
testament to the increasing pressure and low morale I experience firsthand. The opening
reflection situates the importance that magic as an art form had for me in multiple spaces—
schools, tutoring, teacher trainings, staff development, and others. Yet, the story also illustrates
the early beginnings of conflict I felt reconciling my love for magic with the practical messages I
had begun to believe about career development. My own developing interest in the study and
performance of magic led me to present classes to the public through the Parks and Recreation
Department in Palos Verdes, California. Teaching children to perform magic then became a
focus and led to an interview and story in a local paper. From that interview a business executive
from the community then hired me to teach his son. The use of the art of magic for me has been
of central importance in my life both as an educator within my own classrooms as well as outside
in training situations with other teachers. As I have worked with children most of my
professional life, I have seen the joy in my own life and in the children I work with when I bring
magic to the classroom.
2

Today’s schools have specific challenges they must overcome. With the Common Core
State Standards (CCSS) being adopted by most states in the country and Race to the Top (RTTT)
funding criteria in place, states and local schools are confronted with a number of situations that
are not clearly defined (Kendall, 2011; Porter, McMaken, Hwang, & Yang, 2011a; Wexler,
2014). Teacher accountability measures and evaluation systems are being implemented with a
nationally standardized curriculum in which the end of year tests are still in a very formative
stage. In the recent past, schools were graded on a yearly basis as either meeting or not meeting
progress (Department of Education, 2005).
Most states, however, have recently taken advantage of the U.S. Department of
Education’s offer of flexibility regarding student outcomes, including approved college and
career-ready standards for all students. Additionally, differentiated systems of accountability, as
contained in the Elementary and Secondary Education Act (ESEA), have also provided educators
more options regarding adherence to state standards (U.S. Department of Education, 2012).
This provision gives public schools and states greater autonomy, more local solutions
including tailored teacher and leader professional development and educational interventions that
are more locally driven rather than federally legislated. While curriculum standards are
becoming more centralized, educators can still implement a wide variety of strategies with which
to teach the curriculum standards to their students. Arts-based approaches including the use of
magic tricks can be one appropriate form.
Arts Education Funding Challenges
Although many will agree that art is a fundamental part of a comprehensive education
(Eisner, 1998a; Groff, 2013; Martin et al., 2013; Mishook & Kornhaber, 2006), art is getting less
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attention today in schools as an educational subject than the subjects of reading, writing and
mathematics (Heilig, Cole, & Aguilar, 2010). This is more so the case today in an age of highstakes testing and accountability with nationwide instructional time for arts education having
declined an estimated 16% in a short period from its enactment in 2002 through 2008 (Heilig et
al., 2010). More recently, it was reported by the US Department of Education that visual arts
classes in elementary schools nationwide declined from 87% to 83% (Armario, 2012). With the
economic downturn that began in late 2007, courses such as theater and drama classes were
among the first courses to be significantly cut in school budgets; a rapid funding allocation
decline was observed with a reduction from 20% to 4% in a just one year (2009-2010) (Armario,
2012; Snyder & Dillow, 2012).
The Common Core State Standards (CCSS) were released in 2010 defining academic
benchmarks in Language Arts and Math for K-12 students (Porter et al., 2011a). The effort began
in 2009 to standardize academic benchmarks and was led by the National Governor’s
Association (NGA) and the Council of Chief State School Officers (CCSSO) (Sabol, 2013;
"Understanding the Common Core Standards," 2014). Funding for the Common Core benchmark
achievement evaluation project came entirely from private foundations including the Bill and
Melinda Gates Foundation. The federal government, while not directly involved in creating the
standards, has shown support for the initiative using similar language related to applications for
Race to the Top (RTTT) funding.
Before CCSS, the federal government’s enactment of “No Child Left Behind” legislation
required public schools across the country to make yearly progress in their standardized test
results (Peterson & West, 2003; Spohn, 2008). Schools were graded as meeting standards for
progress or needing improvement (Law, 2002). Yet, even before NCLB was enacted as a federal
4

mandate, educators and advocates in Texas raised concern about that the “opportunity cost”
associated with the push for math and language arts standards achievement was declining value
placed on subjects such as art, music, dance, drama, and media classes (McNeil & Valenzuela,
2000; Sudano & Sharpham, 1981). Indeed, following the introduction of NCLB, evidence began
to mount that art programs were increasingly vulnerable to funding cuts and were in fact being
rapidly eliminated in district curricula (Meyer, 2005; Mishook & Kornhaber, 2006; Ross, 2005;
Spohn, 2008). Ironically, although the arts are considered a “core subject area” under NCLB,
their funding has systematically decreased as districts are redirecting funding to ensure that math
and reading tests reflect NCLB goal achievement (Spohn, 2008).
For example, several recent studies highlighted the associated role of standards
achievement on arts funding and found that in large, populous states such as Ohio, both
instructional time and classroom practices have been adversely altered as a result of testing
requirements (Spohn, 2008). In New York, similar effects have been observed over time (Dwyer,
2011; Israel & Kessler, 2011). In 2011, data collected from the New York Department of
Education suggests that funding declined following the standards implementation for students in
three significant areas related to children’s art education. These were realized in categories such
as art supplies, musical instruments, and art teachers’ personnel budgets as well as funding
associated with cultural and local arts organizations to deliver arts programming within school
environments (Israel & Kessler, 2011).
Despite these shifts in spending and priorities, educators have also indicated that they
remain interested in and committed to delivering arts education in a complementary, as opposed
to a competitive, manner that would fulfill students’ need for creative expression and enhance
their sense of competence (Purnell, 2004). Thus, in the current educational environment where
5

Common Core State Standards have been adopted by most states in the country, testing will
continue to drive the curriculum and the day-to-day affairs of schools. T
eachers and schools will continue to be accountable for test scores as their yearly
evaluations are tied to the results (Wexler, 2014).
Creating Illusions: Magic as a Language and an Art
In the late 70s, my father took me for a Saturday trip into Los Angeles to visit the famous
Hollywood Magic Shop. Of course, I had one of their catalogs. In those days, the catalogs that
magic manufacturing companies, and shops produced were similar to full-length books. Sending
off for the catalogue through the mail, and then receiving it, was a huge treat for an aspiring
illusionist like me. One day a package arrived and the key to magic riches was at my door.
Reading the descriptions of the many wonderful tricks and illusions, and seeing the pictures, was
a huge thrill. I knew what I wanted to do then. I wanted to create that magic for an audience.
My father, an insurance executive, worked with a man who I was told was interested in
learning a particular illusion. We were going to purchase the secret of the torn and restored
newspaper at the magic shop. It came in a simply bound and stapled manuscript that contained
written directions, drawings and photographs. We ended up purchasing two copies, one for me
as well. I still have both copies to this day. I will never know why we never presented the other
copy to my father’s colleague. Perhaps it was for my father’s colleague at work, but I can’t be
sure. I loved the illusion for a number of reasons. First, it was the kind of trick that looked like
real magic. The effect created in the minds of the audience is that a multi-page newspaper is
clearly torn to shreds, but then instantly restores itself right in front of the audience. The illusion
had been performed for years in a hit Broadway production, The Magic Show, by my favorite
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magician at the time, Doug Henning. “If it is good enough for Broadway,” I thought, “it is good
enough for me.” I set out to learn the trick and make it my own. When I was a young person
starting out, I wanted to be Doug Henning. I acted a little bit like him in performance. That is
what young magicians do. They sometimes copy other performers. I learned later that I was my
best self as a magician and did not need to affect someone else’s style.
So here is the illusion. I would page through a newspaper asking the audience to
remember a picture or ad from within the paper. Next, I would tear the paper to shreds. Finally,
the shredded pieces of newspaper would drop open fully restored. I paged through the paper
again for the audience to recall the pictures they had seen moments before. I practiced for many
months before I felt comfortable performing it before a paying audience. I also presented it as
part of our school’s “Reader’s Magic” video comprehension lessons that were presented school
wide through monthly closed circuit television. In the studio, I remember clearly hearing a
teacher gasp when the pages were restored. That is great magic. Some tricks are easy to learn.
This was not one of them. I watched the video of the performance over and over again and read
everything I could about the origins of the trick, how others presented it and its effectiveness
compared to other versions that were available. Once I decide to spend the time learning an
illusion that I can use, I tend to want to collect every kind of information about a trick to help me
present it to an audience. My intent is no longer to copy another’s presentation, but rather gain
perspective and knowledge from others’ experiences with the trick.
The Art in Magic and Magic as a Language
Magic or conjuring is an art form that has special appeal to people of all ages. Jim
Steinmeyer, a magician and illusion designer, reflects on the uniqueness of magic stating that the
way magic is packaged often presents a picture to the public of an outmoded, carnivalesque,
7

cheap form of entertainment (Steinmeyer, 2003). Audiences often are concerned with how an
effect is accomplished, more than anything else. Effect is the word magicians use to describe the
trick the audience sees. The effect as the audience experiences it may be more important than
how the trick is accomplished. Steinmeyer believes that magic can be artistic when a
knowledgeable performer has access to the many choices that are available to him or her when
presenting an illusion. Yet, magic is more than tricks.
I grew up in the 1970s when the world (or at least the world I knew) was in the midst of a
magic renaissance. This art form was at a high point in popularity as characterized by sold-out
shows on Broadway, ongoing television specials that had strong corporate backing, and a
resurgence of interest in the creation of new illusions and performance approaches. Magic was a
very popular form of entertainment on television and in live performance. Doug Henning had a
successful Broadway show called The Magic Show that ran for over four and a half years. The
Magic Castle in Hollywood, California was an exclusive club for magicians frequented by
celebrities. The magic business was booming and it was cool to be a magician. I was reading
Boys Life magazine where the Mark Wilson Course in Magic was advertised. The cost of the
course was too steep for me, but I later bought it from a friend of mine who outgrew performing
magic. The course booklet was unique in that it was spiral bound which enabled me to lay the
book flat in order to follow the directions necessary to making the tricks work. So much of my
learning in magic came from reading books.
I devoured every book I could find from the public library and to this day will visit the
libraries in any city or country I visit to see if, by chance, a new book I have never seen appears
on their shelves. Those moments of finding a new magic book on library shelves are rare today,
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but I also discovered university libraries have some of the best magic book collections to read.
So much of my love of learning came from discovering magic in books.
As a magician, magic is a language to be learned, and like written and spoken language,
it has four cueing systems: grapho-tactile, syntax, semantics, and pragmatics. Magicians learn to
say and do—to communicate—through objects, movement, space, and illusion. The magician
uses physical objects and action to help an audience see the expression (grapho-tactile aspect of
language). The magician can take an object and make it disappear, can make steel rings link, and
bodies appear severed or pierced. At times, the magician’s only language is movement and
action; at other times, the magician talks through the actions and movement. Magic also has a
syntax or structure. The magician moves through a series of actions to express a complete
thought—the effect. After the effect, the magician hopes that the audience has understood the
actions as illusion, the semantics of magic. To be effective, magicians must have a personality,
and be able to understand how people think to perfectly execute the illusion in front of an
audience (Steinmeyer, 2003). Finally, pragmatics plays an essential part in the overall
communication. Only in the hands of a magician can a deck of cards appear to produce doves, or
a handkerchief appear to transform into balloons.
As an art form magic is unique in that its sole purpose is to astound and amaze in a way
that appears to be truly mystifying, yet is really only an illusion (Steinkraus, 1979). No other
performing art has this as its aim. Warren Steinkraus compares the appeal of magic to dance in
that language is not essential for it to be appreciated and understood by an audience. In fact, for
magicians, we view “effects” as a shared language; for magicians, effects are the language to
communicate to an audience. Other art forms such as novels and dramas may talk about magic to
achieve a sense of mystery and mystifying, but not as end in itself. Like dancers, magicians most
9

always spend years developing their literacy in magic—their ability to interpret, create, and
produce effects that communicate to audiences. Learning magic takes time, and magicians
practice and perfect their skills in manual dexterity for years, often in front of mirrors so as to
take the audience’s point of view and keep their secret movements hidden.
Although this dissertation research does not intend to ask educators to be magicians and
learn the language of magic, it does hope to illuminate through this autoethnography the
significance of the arts—magic being one—to inform and “stabilize” its importance in this
educator’s life. The purpose is to examine my experiences learning magic and relate them to my
development as a human being. The purpose, furthermore, is to explore the pressure and
frustration I experienced as a public school teacher that led me to leave the profession. Through
self-reflection and gradual revelation of my story, readers will share an understanding of the
sociostructural (e.g., market demand for magic, social network support) and individual factors
(e.g. self-efficacy) that have contributed to the person I am today.
Art and Literacy Learning Is There a Place for the Arts in Schools?
It was near the end of the spring semester of 2003 when a unique opportunity presented
itself to me while I was employed as a second grade teacher. I was teaching at a Title 1 school in
a large public school system in the southeastern United States and became known as the school’s
resident teacher-magician. An administrator approached me one day and invited me to present a
workshop for teachers on performing magic and illusions to aid math instruction. I subsequently
presented the workshop to hundreds of county teachers over two summers. The response was
overwhelmingly positive. Over two summers of successful workshops, I presented approaches to
using magic to teachers that could reinforce math concepts for their students. Those enrolled in
my workshop stated that they were enriched by the experience, as they felt capable to teach
10

complex mathematic concepts using novel sleight-of-hand techniques. I learned that knowledge
about magic and the skills involved were not only introducing teachers to much-needed, novel
classroom teaching techniques, but actually enjoyed by the teachers themselves. Educators, it
seemed, were just as ravenous for new approaches to the “same old material” as the students
were for relevant, hands-on educational fun.
A review of the literature on novel teaching methods and student achievement suggests
there is evidence that a curriculum with arts components improves student achievement
(Campbell & Campbell, 1999; Cawthon, Dawson, & Ihorn, 2011; Sousa, 2006; Suzuki, 2009). In
August 2000, a conference was held in Los Angeles, California to discuss the question of what
effect, if any, arts education can have on a student’s academic outcomes. Researchers from
Project Zero at the Harvard Graduate School of Education conducted a meta-analysis of studies
that examined relationships between arts study and academic achievement (Winner & Hetland,
2001). Their aim was to conduct a comprehensive search for all studies since 1950 that
considered the connection between arts learning and academic achievement. They included
almost 200 studies that measured the strength of cognitive effects observed and associated with
arts education. The findings revealed three cases of exposure to arts learning (e.g., music,
performing arts) resulted in strong cognitive educational outcomes. The authors found that music
listening and instruction were linked to improvements in spatial reasoning (Winner & Hetland,
2001, p. 19). Additionally, the evidence connected children’s experiences with drama improved
their verbal skills (Winner & Hetland, 2001).
Findings in some cases reveal higher standardized test scores, greater student
engagement, brain development in the young, integration of school subjects, and improved
verbal skills – all outcomes associated with standardized core measures achievement (Greene,
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2011; Meban, 2001; Mishook & Kornhaber, 2006). Yet, most evidence to date suggests that artsrelated education has a more diffuse or intermediate effect of improving aesthetic and cultural
appreciation, ignite imaginative thinking, and appreciate multiple ways of thinking and
differences in perspective (Eisner, 1999).
Recent surveys among teachers have indicated a belief that arts education remains an
important component in classroom instruction (Garvis & Lemon, 2013). Yet, educators are now
faced with new CCSS and related state mandates that enforce their accountability and teaching
performance (Porter, McMaken, Hwang, & Yang, 2011b) . Such challenges associated with
“teaching to the test” have now ushered in an era where teachers feel less able to confidently
deliver arts education (Garvis & Pendergast, 2011). Educators are also encouraged to perfect
their teaching style in their early career years, thus discouraging any risk-taking with unproven
classroom achievement strategies (Hobson, Ashby, Malderez, & Tomlinson, 2009). In short,
many have lost touch with their desire and skill to creatively approach language instruction
(Albers & Harste, 2007; Cawthon, Dawson, & Ihorn, 2011; Chappell & Cahnmann-Taylor,
2013).
Along with the pressure associated with the delivery of large amounts of content in short
periods of time, teachers also have indicated challenges inherently associated with their own lack
of involvement or training in art disciplines as an obstacle to subject matter dissemination (Alter,
Hays, & O'Hara, 2009). A recent study uncovered that many teachers have an appreciation that
art can allow children to express themselves without words or language requirements. Yet, the
study revealed that the arts can be effectively marginalized in practice due to teacher’s lack of
confidence, skills, training or adequate resources (Power & Klopper, 2011). As a result, teachers
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may not rank art highly enough to teach it equitably and have even stated that they may not like
art at all (Garvis, Twigg, & Pendergast, 2011).
Fewer teachers indicate that they have sufficient training in the arts (Alter et al., 2009;
Martin et al., 2013). Consequently, teachers report utilizing arts lessons minimally in their
classrooms (i.e., once a month or less). Moreover, many teachers included in recent educational
studies reveal that they do not have adequate support or have access to sufficient resources to
integrate art into the curriculum. In addition, with pressure focused on testing achievement, many
educators also cite a lack of time for any form of arts education instruction (Heilig et al., 2010).
Fortunately, many efforts are also underway to counter the self-perception many teachers
may have of their inadequacy to teach subjects such as music, art, drama, and dance (Garvis &
Pendergast, 2011). For some, external grants enable them to incorporate performing and visual
arts into traditional curriculum areas. In these cases teachers work directly with artists who are
brought into the school setting to develop curricula and lesson plans (De Backer, Lombaerts, De
Mette, Buffel, & Elias, 2012). This is an ironic shift as applying for extramural funding in effect
undercuts the intrinsic value of arts as a core classroom subject. Such efforts, for example, have
been linked with improved language and mathematics outcomes, especially those related to
music education (Miksza & Gault, 2014).
As teachers begin to utilize more arts education instruction in their classroom, the body
of literature suggests that their self-efficacy to perform these tasks with students improves
considerably (Garvis & Pendergast, 2011). Thus, teachers’ self-efficacy beliefs about their ability
to teach certain subjects influences their competence in teaching those subjects. In fact, a recent
study of teachers who underwent arts education instructional training later found that they felt
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more competent teaching math and reading than the arts (Garvis & Pendergast, 2011). In this
case, the teachers who participated in the study identified self-efficacy as a key influence on their
thoughts and emotions leading to teaching habits (Garvis & Pendergast, 2011). Thus, the authors
concluded that Bandura’s social cognitive theory was applicable as they documented the
interactive nature of teacher self-efficacy beliefs to arts education instruction (Bandura,
Barbaranelli, Caprara, & Pastorelli, 2001).
There’s Room for Magic in Teaching
Despite evidence of the need to preserve arts education in school curricula, there has been
little inquiry into the use of magic to achieve greater results with elementary school aged
children. Indeed, the use of magic in the educational setting has primarily been limited as an
attention-garnering tool, as a hook to increase student motivation, or as a series of lessons
designed to raise self-esteem and self-confidence in children with disabilities (Ezell & KleinEzell, 2003; Matthews, 2008). Magic in the classroom has been combined with science
instruction at the elementary level with presenters incorporating national curriculum objectives
into demonstration lessons (Featonby, 2010; Strauss, 1997). Educators perform magic for
elementary school children that can result in engagement in scientific reasoning activities,
including observation, questioning, hypothesizing and experimentation. In addition, researchers
have studied the use of the arts in mathematics instruction with a magic component included to
support problem solving skill development in elementary school students (Frankenstein, 1984;
Matthews, 2008; Suzuki, 2009).
Magic is an art form that has had longstanding appeal for diverse audiences throughout
the centuries. Based upon evidence within the literature, the implementation of magic tricks in
educational settings suggests that it has a potentially valuable role in helping learners gain skill14

building confidence, and it may motivate students to learn (Bowman, 1986; Curzon & McOwan,
2008; Frith & Walker, 1983; Geer, 1992).
Research Questions
Although I am a practicing magician-artist, I want to be clear about how I will consider
magic in relation to the arts and education (Bresler, 2006; Sinner, Leggo, Irwin, Gouzouasis, &
Grauer, 2006). My purpose is to examine the importance of my experiences of learning magic to
my development as a human being (Clark-Keefe, 2009). With this connection, I am aligned with
those that believe that a well-rounded education has an arts component to it (Eisner, 1992).
Without some instruction in the arts, human beings miss some vital component of being educated
(Cole & Knowles, 2008). Grounded in my own experiences, this study sets out to examine the
following questions: 1) What are the multiple levels of influence that have contributed to my
desire to become a magician and professionally evolve beyond classroom teaching? 2) In the
interrelation of the above context, how do I reignite passion and purpose?
As a magician, I have been engaged in arts self-instruction since childhood. Magic is
what I am most passionate about. As I have grown older, I often wondered about the reasons
why learning magic has been so important. Because autoethnography affords intense and indepth study of oneself, this method will be used to understand my experiences and contribute to
others who may be grappling with reconciling their own conflict with a career path.
Autoethnography is a research method that combines an autobiographical narrative style to elicit
a broader understanding of wider social-environmental and cultural phenomenon (Chang, 2008;
Ellis, 2004; Kaufmann, 2009, 2013; Vryan, 2006). Like ethnography, this method attempts to
link cultural interpretation with autobiographical experiences (Chang, 2008; Reed-Danahay,
1997). My “insider status” as both teacher and magician offers unique insight into the culture of
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teaching and the world of magic (Reed-Danahay, 1997). This study offers an inside view of my
life as both a magician and as an educator in the public school system. Therefore, an
autoethnographic study would add to the body of literature highlighting potential and realized
changes that may enhance the current curricular offerings in schools to implement a unique form
of integrated arts in education. My history as both a magician and educator is an appropriate
setting in which to conduct an autoethnographic study.
Theoretical Orientation
The Creative Environment and Creative People: A Castle, Mr. Brown, and “The Professor”
I was about 13 or 14 at the time that I met Mr. Brown, our Sunday school teacher and a
practicing magician. I remember seeing him in the classroom practicing sleight of hand with
coins in his hand day after day. One Sunday, I came to his class and asked him how he does his
tricks. He said he would not reveal such secrets. To do that, I would need to show my
commitment to the craft. I later learned that Mr. Brown was a member of the Magic Castle in
Hollywood, California. Becoming a member is no easy task – to this day, it requires an
application, magician-member recommendations, an audition and hundreds of dollars to join.
Yet, Mr. Brown had this esteemed status in the 1970s when I was his middle school student. He
told me that on special occasions, members’ guests could attend for the Castle’s Sunday Brunch
program. I dreamed of such an opportunity to get into the privileged “inner circle” of elite
magicians and learn the craft.
In those days, magic’s popularity was surging and the Magic Castle was just about in its
heyday as a very exclusive club frequented by celebrities. One day, I came to Sunday school and
Mr. Brown said he was ready to introduce me to the Magic Castle (if my parents permitted me to
attend). I was thrilled beyond belief for such an opportunity. Perched high on a hill, the
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Victorian mansion that was “The Magic Castle” was an established meeting place for magicians
from around the world. When we pulled up to the Castle, we were greeted by bouncer type guys
who checked our names off the entry list. They also examined me to ensure that I had proper
dress code, as the Castle is strict about its coat-and-tie or tuxedo-only apparel for members and
guests. Women, too, came to the Castle in beautiful dresses and formal wear. The Castle is a
visual experience for all with so many beautiful people, cars, and clothing to observe.
When we arrived, I was met by others who welcomed us in. It was there that I met Dai
Vernon, known as “The Professor,” the resident magic guru who is still referenced today in
numerous publications and online sources. It was then that it dawned on me that my interest was
cultivated by magic “educators,” who were also similarly mentored by others like them. Without
this type of early support and subsequent hands-on guidance, I may never have had a chance to
grow and integrate my passions later in life. Thus, having a place for social support (the nearby
Magic Castle), technical expertise from other mentor-magician-educators (Mr. Brown and Dai
Vernon), instrumental support (transportation, clothing, and magic tricks), as well as an innate
desire to perform (self-efficacy) all became essential factors in the formula for arts education
success that I have experienced.
To examine intersecting factors that contribute to success with arts education, I propose
to adopt a Bronfenbrenner framework to shape the inquiry (Bronfenbrenner, 2005). This model
has three levels of influence on human behavior and education: 1) The individual, 2) social,
home/family and peer network influences, and 3) community/societal factors including policies
and intangible elements such as norms. Examining each level has the potential to uncover the
dynamic interplay of influential factors across personal, social, and cultural factors that have
shaped my experience as an educator and magician (Figure 1).
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Figure 1. Bronfenbrenner Conceptual Model
According to this model, the individual level includes factors affecting behavior such as
personal characteristics, beliefs, feelings, perceptions and attitudes (Bronfenbrenner, 2005).
These factors are important in making decisions about life events. For example, Bronfenbrenner
includes the element of time in his model to factor how developmental stages in life may be
affected by higher levels of influence within this nested framework (Martin et al., 2013). In
human development, other individual factors are also considered process influences such as age,
gender, parental educational achievement level, prior achievements, country of origin and native
speaking language. Thus, this model shows that the extent to which other “higher level”
influences have on the individual - including this study of myself - may vary considerably based
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on personal characteristics combined with other factors such as internalized stigma, personal
achievements, motivation, belief in one’s abilities, and cognitive and physical achievement of
developmental milestones (Bronfenbrenner & Bronfenbrenner, 2009). In addition, the concept of
self-efficacy applies to my study. For example, whether I have a sense of self-efficacy links to
the perception others have of my talent and skills and is influenced therefore by social network
opinion but also relates to my manual dexterity, magic skills, and knowledge, along with the
belief that magic is a worthwhile occupational pursuit. How my decisions are shaped by values,
expectations, and beliefs of others is of critical importance to understand. Thus, according to
Bronfenbrenner, my personal relationships shape my attitudes, beliefs, and occupational choices.
Examples include those encounters previously described in the narrative about Mr. Brown and
“The Professor” who both stimulated my creative inclinations and provided direction on how to
integrate magic in my life, but they also infused a sense of confidence in me to pursue magic at
an early age. Such relations can influence the extent to whether people offer instrumental support
such as money given to pursue magic or provide books and material to learn the craft.
The Social Networks/Social Influences level offers insight about familial and peer
influences. This level includes friendships, kin relations, and/or marital partnerships that are
critically important to examine to understand perceived social and emotional support given to
life choices. In this level, it is important to consider partnership dynamics such as those
experienced with a spouse or other influential friend or family member. The influence of
mentors, teachers, and other school leaders in the formative years also contribute to the processes
that shape human behavior. Teachers, in particular, can be powerful influences in the life paths
that young people choose or discard. We all remember teachers that had an effect on us, both
positive and negative. Individuals may have to go against the opinions of some educators whose
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words and actions can be harmful or detrimental to learning. This level is critical in
understanding magic because it can offer insight into the way life is organized, especially in
terms of who and how I interact with other magicians or artists, and may offer insight about
barriers or facilitators to getting the work done and often may not be entirely controllable.
According to Bronfenbrenner (2005), such “structural” factors are distal influencers that are
important considerations as they not only affect individual circumstances but those of many
groups of people. In other words, the downstream effects of factors such as legislation, schools
and related policies, neighborhood characteristics, social norms, and cultural identities, among
many others, can have profound impact. It often takes considerably longer to shift these factors
once they are in place as the ecological context of our lives is shaped by many people, processes,
and institutions. For example, my daily routine is organized around a work schedule set by my
school district. Because I report to work early in the morning and do not come home until the
later afternoon, it is challenging to fit in magic practice. Thus, the “higher level” district policies
on workday attendance indirectly affects how I structure my magic practice and activities. Issues
related to work/life balance come into play as the demands of my teaching job and PhD program
often do not enable me to dedicate time to magic practice. The question is: Why do I let these
forces consume me to the extent that I let them interfere with my aspirations? Physical space and
having the financial means to hire an entertainment manager to help procure bookings are also
examples of structural issues that could influence performance.
The community level specifies that many factors may be influential as indirect forces
beyond individual direct control. Understanding these factors will help to recognize cultural,
political, and social value afforded to the decisions I make as a magician-educator. Looking at
examples such as whether arts is being funded and supported in my local area provides important
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clues as to the value of such a pursuit. Such a form of inquiry will offer insight to the cultural
appreciation for this form of art as well as the economic factors that may have influenced my
ability to perform, or in the future, open up opportunity to do magical pursuits in this region.
As operationalized in this study, the model will reflect how my experience in arts-based
language arts education has been influenced and defined by surrounding ecological contexts.
From a conceptual and practical standpoint, I believe that many of the forces that have shaped
my decisions in life, and resulting experiences, likely arose from influences across these multiple
levels. Recognizing that there are a multitude of forces that likely impact on my magic
aspirations is really important to connect my story to the world outside my door. It places my
experiences in the context of social, cultural, and economic realities that I knowingly or
unknowingly navigate each day.
Significance of the Study
Concern over the state of education is not a new phenomenon. What has become a
primary concern for most educators today is the extreme emphasis on state-based test results at
the expense of teacher professional development. Teachers find that most of their time is spent
teaching reading and math because these are the primary subjects for which school test scores are
obtained and consequently teachers’ performance is evaluated. With most of a teacher’s
instruction focused on a few core subjects, other curricular areas are typically given less priority.
Teachers need to incorporate multiple subjects within a single lesson; this can have an adverse
impact on test scores and other measurable outcomes such as reading assessment levels (Oreck,
2004).
As a magician and an educator, I have a unique long-term experience of combining the
practice of magic with instruction. In essence, I am an “artist-in-residence” at my school who not
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only teaches my students to perform magic as part of their lessons, but I also routinely work with
my colleagues to facilitate their learning of magic for classroom use as well. Leo Tolstoy defined
art in the following way: “Art begins when one person, with the object of joining another or
others to himself in one and the same feeling, expresses that feeling by certain external
indications” (Tolstoy, Pevear, & Volokhonsky, 1995, p. 3). By “external indications”, Tolstoy is
referring to the activities of art including, but not limited to words, painting, sculpture, music or
other performance activities. The performance of magic has the potential to coincide with this
definition of art. Maxine Green was a strong proponent for the inclusion of “aesthetic education”
in classrooms (Green, 1980, p. 317) . Similar to the discussions around art’s value in classrooms
today, Green argued for art as essential to a person’s education.
A recent study examined the challenges associated of being an artist and educator in a
museum and the structural implications it has on trying to reconcile how to simultaneously
promote artistic growth of individuals and educational program goals (Irene, 2012). Such models
of teaching and mentoring have been rarely documented in the scientific literature, but those that
are available describe the pedagogical value of such practices (Irene, 2012). They call into
question how institutions and society understand the role of “artists-in-residence” and the
perceived value an artist-educator has to educational programs, and in the broader context, in our
culture.
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CHAPTER 2: LITERATURE REVIEW
The Importance of Arts Education in Shaping Creative Passions
John Dewey, in his influential book Art as Experience argues that art is connected with
the everyday lives and practices of people. Art is not the rarefied existence of a few special
people. Appreciation of great works of art does not mean that all people cannot take part in the
creation of art (Dewey, 2005). Education provides an opportunity for artistic practice to be
appreciated and considered in the lives of young people. As Dewey wrote, “the task is to restore
confidence between the refined and intensified forms of experience that are works of art and the
everyday events, doings, and sufferings that are universally recognized to constitute experience”
(Dewey, 2005, p. 3).
All works of art had to start from some common beginning. Dewey expanded the notions
of what constituted the arts and how art practice is not reserved for the few. Recently, Alice
Wexler expressed concerns about the direction art curriculum standards are moving based on her
analysis of recent developments in the Common Core State Standards (Wexler, 2014). Her
analysis suggests that the architects of the new state standards in art are placing an emphasis on
“great works of art” and art as “transcendent and beautiful”. In this way the concern is that art is
something to be studied from a distance and not something that can be achieved by the common
person. Indeed, her concerns are in line with what Dewey expressed as well. Art is not something
that can only be achieved by a few, but rather is an experience that is open to everyone.
As curriculum standards continue to be in a state of reform and schools face unending
pressure to achieve measured results, the debate on the importance of arts education continues.
Where does arts education fit when schools are doing their best to achieve standardized test
scores in reading and math? Elliott Eisner explains that any notable effects may actually lay

between dissimilar learning domains for which a connection may be, at first glance,
imperceptibly present (Eisner, 2001). Eisner’s comments came in response to the question of
whether or not arts instruction contains transfer effects. In other words, can music instruction
enable a child to achieve in math or reading? He argues that what is being measured in school
assessments may not be the learning that students really experience or desire when they choose
to pursue activities outside of school. In another article written before Winner and Hetland’s
study, Eisner (2001) makes a case for understanding the attitudes and motivational effects of
students’ participation in the arts as a “stand alone” effect. Such an approach contrasts with
others that argue the benefits of “transfer effects” which are often viewed as more intermediate
benefits associated with arts education rather than direct outcomes. Thus, in addition to other
documented benefits associated with arts education such as improved spatial reasoning, the
promotion of risk taking, hard work, greater enjoyment of school and less absenteeism perhaps
are the real rewards of arts participation. In this respect, Eisner considers the vast nature of
academic outcomes and the many types of outcomes that are being measured in schools today
which may be different from those achieved with arts education (Eisner, 1998a).
Eisner explained that the purpose of arts education is not about raising test scores (Eisner,
1999). In 2003, he described a public school system that is very much with us today in 2016.
Twelve years ago the aim was to create a structured federal system wherein it would be possible
to measure educational progress (Eisner, 2003). He wondered how the arts could compete for
attention with such urgent demands as school accountability and high-stakes test results. In fact,
Eisner saw the arts offering much to education. The arts can teach children that there is more
than one answer to a problem and that multiple solutions can exist. He was not saying this was
true for every subject (e.g. spelling and math). He was arguing that the arts allows children to
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value their own contribution to work and that it does not have to be like everyone else (Eisner,
2003).
Maxine Greene sought to align herself with John Dewey’s notion that education can have
a transformative effect on children. Greene believed that participation in the arts helped to create
that transformation by expanding consciousness and broadening the experience of young people
(Greene, 2014). Today, as in the past, many of us can feel a sense of powerlessness in the face of
so much suffering and misery we are faced with in our daily lives. It may not be our own life that
is the root of such dismay, but rather the news we hear and see occurring in our local
communities and the world around us. A numbness can begin to be present as our response to an
overwhelming situation. Greene believed art was a kind of salvation. By creating or witnessing
art, a person can experience more possibilities for living. She wrote, “By such experiences we
are not only lurched out of the familiar and the taken-for-granted, but we may also discover new
avenues for action. We may experience a sudden sense of new possibilities and thus new
beginnings”(Greene, 1995, p. 379). Writing almost twenty years ago, Greene, like Eisner,
describes a system of education very much present today. Then, as now, there remains a concern
for accountability and measurement. We continue to criticize our rank in the world and strive to
be “world-class”. We continue for the most part to relegate arts education to the sidelines in
favor of more pressing academic subjects.
The role of the arts in children’s education continues to be debated today. Previously, the
arts and education have had a troubled relationship. Noting the present period of change and
reform in education today, F. Robert Sabol examines the current landscape and its impact on arts
education by reporting on a number of contemporary developments in education, along with
policy issues raised (Sabol, 2013). The education climate today is strongly influenced by the
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public’s perception of failing school systems and the need for greater accountability.
Additionally, politicians, business leaders and others are having an impact on which agendas are
being put forward that effect teachers’ lives on a daily basis. Sabol notes that arts education
continues to have to prove itself as a worthy discipline. Recent education studies in neuroscience
have focused on the brain and its use in the visual arts. Studies suggest that greater brain capacity
is required in the visual arts and that higher-order thinking is routinely used by artists (Lehrer,
2009). Sabol also discusses the importance of creativity and its recent decline in American
students since the 1990s as measured by the Torrance tests of creativity. Creativity may be a key
factor, according to Daniel Pink, for solving the future problems with which citizens from around
the world are faced (Pink, 2006). Arts education can provide the outlet and tools for students to
develop creativity.
Sabol presents a summary of reports that have shaped thinking around arts education in
schools. In 2012, the U.S. Department of Education and the National Center for Educational
Statistics published a report on the current status of arts education in elementary and secondary
schools (Parsad & Spiegelman, 2011). Data was collected from administrators and visual arts
educators in the 2009-2010 academic year. Findings reported a slight decline in access to
elementary visual arts instruction in schools reporting from the survey ten years earlier. At the
secondary level, similar findings were reported regarding access to arts instruction. Included in
Sabol’s report are the findings of the MetLife Survey of the American Teacher. 2012 marked the
twenty-eighth survey MetLife had conducted since 1984 (Markow & Pieters, 2012). Over 1,000
K-12 teachers, 1,086 other adults and almost 1,000 grade 3-12 students were asked about the
teaching profession and parent-school involvement during the economic downturn. Three main
findings were presented. First, the economic climate has affected schools in their operating

26

budgets. Over 76% of teachers surveyed reported budget cuts in their schools. 66% of teachers
said that teachers and staff had been laid off and 36% of teachers reported reductions in art and
music programs. Almost two-thirds of teachers surveyed reported an increase in class size. The
second finding was an increase in parent involvement. Lastly, the report concluded that teachers
are less happy with teaching as a career and with the teaching profession. 29% (up from 17% in
2009) reported that they are likely to leave the profession because of job insecurity, salaries,
class sizes and work responsibilities.
Wexler argues that testing companies and other entities are controlling the curriculum
and assessment in today’s schools while reducing the power of teachers to make these decisions
(Wexler, 2014). The CCSS, adopted by almost all of the fifty states create a system wherein a
national curriculum and standardized testing drive school practices today. Schools that do not
perform well are subject to a number of negative consequences, including closure. Further, she
states that the new reforms marginalize the arts and negatively affect the poor and people with
disabilities. The CCSS may contribute to the arts being eliminated if test scores in English
Language Arts (ELA) and mathematics are not showing improvement (Kohn, 2013).
Mishook and Kornhaber examined the impact of high-stakes testing on arts instruction in
elementary and high schools (Mishook & Kornhaber, 2006). Their study focused on students in
Virginia and how arts integration practices may have had a negative effect on students’ arts
learning. They used a sample of eighteen schools with all but two matching an arts-focused
school with a non-arts focused school. Interviews were conducted with school principals and arts
coordinators using a semi-structured interview.
Building on the work of Bresler (Bresler, 1995) to define arts integration, Mishook and
Kornhaber described arts integration several ways. Subservient arts integration uses the arts to
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add interest to other subject areas whereas coequal, cognitive arts integration served to both
engage students in art itself and higher order thinking skills. In their findings, Mishook and
Kornhaber noted that fifteen of the eighteen principals mentioned arts integration although the
interview guide did not ask specifically about it. The schools with coequal arts integration had a
strong arts focus and low student poverty. Most of the subservient arts integration schools were
non-arts focused and had higher rates of poverty.
The arts have not always been considered a school subject worthy of attention and time.
Teachers are not always confident to teach art in their classrooms. The increasing use of high
stakes testing in reading and math means that teachers and schools may devote more time and
limited resources to those subject areas (Mishook & Kornhaber, 2006; Sabol, 2013; Wexler,
2014). Mishook & Kornhaber (2006) present research examining the effects of high-stakes
testing on arts instruction in the state of Virginia. While acknowledging that there is
disagreement about what constitutes arts integration, these researchers utilize Efland’s argument
(2002) that art education is part of a comprehensive education. They conducted interviews with
principals or arts coordinators at 23 schools identified as arts-focused and 8 schools as non-arts
focused. Emergent coding was conducted from the interview transcripts and revealed a picture of
arts integration in Virginia. While fifteen of the final eighteen principals/arts coordinators
mentioned arts integration, the researchers were interested in the nature of those activities. They
found that some of the activities described did qualify while many others demonstrated that arts
instruction took a backseat to curriculum areas that were tested (Efland, 2002) .
F. Robert Sabol, too, explores arts education amidst sweeping education reforms (Sabol,
2013). His arts education policy review reports on how more recent changes in accountability
and measurement are influencing art educators and the work that they do. Many teachers are
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being evaluated based on student test scores. In schools, educators spend greater amounts of the
school day on activities related to testing and assessment (Sabol, 2010).
Sharing similar concerns as Sabol, Alice Wexler’s concerns center on the loss of
freedoms teachers may experience as a result of the CCSS in addition the effects felt by “people
in poverty and with disabilities” (Wexler, 2014, p. 172). With a focus on identifying strategies to
improve “core” curriculum topics such as mathematics and reading, less attention has been
highlighted on achievement through the arts. Yet, many researchers have demonstrated
achievement in the arts particularly that relating to improved cognition (Dwyer, 2011; Martin et
al., 2013; Purnell, 2004; Winner & Vincent-Lancrin, 2013). In 2011, the President’s Committee
on Arts and the Humanities published a report led by M. Christine Dwyer (Dwyer, 2011). With
regard to arts instruction and cognitive development, the authors of this report list recent brain
research and neuroscience researchers exploring arts activities and the brain using brain imaging
(Dwyer, 2011). Their review of recent research lists several findings in this area. First, there is a
correlation between music training and phonological awareness. Secondly, “children who were
motivated to practice a specific art form developed improved attention and also improved
general intelligence. Training of attention and focus leads to improvement in other cognitive
domains” (Dwyer, 2011, p. 22). Martin et al. conducted a longitudinal survey-based study
exploring youth arts participation in ecological contexts including school, home and community
(Martin et al., 2013). The researchers note in their research review the mixed evidence that exists
around arts instruction and academic outcomes, but selected to highlight some studies that do
link arts instruction to positive effects on cognitive ability.
Their study, based on the east coast of Australia, was conducted with the same middle
and secondary students over two separate academic years. Statistical analysis was performed to
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measure effects of art education on academic and nonacademic outcomes. In their findings, the
researchers note that arts engagement stood out as a dominant factor in the study. The children’s
level of engagement with the activity was seen as important as the amount of participation.
Participation in arts education activities is the backdrop to an examination of the effect of
policy decisions on public arts education presented by Heilig et al. (Heilig et al., 2010). Their
historical narrative describes the progression of visual arts education from Dewey’s progressive
education through the more recent accountability movement.
What is the role of the arts in contributing to human development and citizenship?
Longitudinal studies and meta-analyses aim to examine the role of arts participation and its
relation to both academic and non-academic outcomes (Martin et al., 2013; Winner & VincentLancrin, 2013). Martin et al. conducted a longitudinal study aimed at exploring various contexts
in which young people engage in the arts namely, the school, home and community (Martin et
al., 2013). Their primary interest included both academic outcomes such as motivation and
engagement and nonacademic outcomes such as self-esteem and life satisfaction. Their
perspective, running counter to deficit perspectives, is one of positive youth development
wherein all young people have strengths than can be developed given opportunities in their social
and physical settings. Using surveys taken from 643 elementary and high school students from
15 schools over the course of 2 academic years, the researchers found that students who were
engaged in the arts increased their participation (Martin et al., 2013, p. 720). From this finding,
the quality of a young person’s engagement in the arts may be as crucial as the quantity of
experience (Martin et al., 2013). Updating the results from a meta-analyses performed in 2000,
Winner and Vincent-Lancrin expanded their examination of the impact of arts education to
include behavioral and social skills. The researchers included the original studies from 2000, but
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added education and psychology research databases from up to a dozen foreign languages in this
recent report. Their examination focused on arts classes in schools, arts integrated classes where
the arts are taught in support of an academic subject and arts instruction outside of school. As the
2000 meta-analyses are described, this more current research examines whether arts instruction
allows for transfer effects to non-arts subject areas. Their findings suggest that there is much
correlational data indicating a relationship between arts education and academic achievement,
but much less empirical data showing causation. On the contrary, a few studies they report do not
demonstrate a causal effect from arts instruction on academic achievement. Their findings
include specific subjects of art instruction including music, theatre, visual arts, dance and its
effects on thinking and creativity skills. While specific skill improvement is noted in these areas,
the researchers saw no link between the arts training and non-arts academic outcomes. The
researchers see a clear need for more empirical research on the effects of art instruction. The case
they present regarding a lack of research is surprising considering the breadth of their
examination, beginning in 1950, but offers opportunity for research. They suggest more
empirical studies be conducted to examine the effects of arts instruction on a variety of skills
development. (Dewey, 2005; Eisner, 1998a; Greene, 2011; Winner & Vincent-Lancrin, 2013).
Arts Education in Early Childhood and Adolescent Development
In academe, the domain of recent arts inquiry includes the writings of Eisner who
espoused the important role of the arts in children’s development (Eisner, 1992, 1999). Writing
at a time in U.S. educational history (1999-2000) when the arts were removed from the
discussion of school reform, Eisner questioned the policymakers’ decisions to withhold valid
learning opportunities for students in the form of arts education and reasoned that this was due to
a misunderstanding of the arts role in human development. The set of studies in this sub-area
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involved a conversation about the role of the arts themselves. Eisner clearly argued against
excluding the arts in favor of other subjects. I agree with his characterization of school as a
particular kind of culture. Eisner wrote that, “for children, the school constitutes a primary
culture for the development of mind” (Eisner, 1998b, p. 78). Educators have the wonderful
responsibility to teach children curriculum while being mindful of the fact that each child has
their own uniqueness about them which should be respected, valued and encouraged apart from
the vast amount of material teachers today have to cover in a typical school year. I have taught
second graders for years and know how easy it can be to create an environment where rule
following is praised both with respect to behavior and academic achievement. There can be
many rules children must encounter before arriving at the right answer in math and language arts
subjects. Eisner believed that among the contributions that arts education makes to children’s
lives is helping children to see that some problems can be solved in a number of ways. Eisner
imagined what it would be like if every student produced the exact same product in an art class.
Most people would agree that a situation like that would be cause for worry.
Eisner reflected on how often he was asked if arts education could raise test scores
(Eisner, 1999). With the studies to which he refers, there is little strong evidence that the arts
effects academic achievement. But, for Eisner, that is beside the point. Without art education,
can one say that a child has truly had a comprehensive educational experience? The arts as a
subject can stand apart from concerns over transfer effects and higher test scores.
Researchers have examined the development of young children’s literacy development
through the arts (Albers & Harste, 2007; Eisner, 1999; Olshansky, 1995, 2006). Albers and
Harste recognized the changing face of literacy and challenged teachers to work with the forms
of literacy that students were bringing with them to school. In their discussion of multimodality,
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the authors suggest that classrooms can become places where students learn by playing, using a
variety of media outlets in which to explore and invent (Albers & Harste, 2007). Questions
about the nature of literacy coupled with young persons’ greater exposure to multimodalities
brings into question the relevance of standard practices of literacy instruction in classrooms.
Environmental print is not a new concept in literacy education, but one that is ripe for updating
as our students use of technology outside the classroom continues to evolve. At the same time,
researchers are finding that simple artistic practices can be a key to unlocking the literacy
practices of struggling students (Olshansky, 1995). When children have the opportunity to create
pictures with materials other than just written words, their learning becomes easier, even
inspired. They have another way to express themselves and are not locked out of one rigid
requirement to demonstrate literate behavior. Research examining the importance of arts
education has examined a number of issues including how development in the arts contributes to
human development and whether arts education has a transfer effect in academic areas.
With greater emphasis on high-stakes testing in public schools over the past decade,
questions have surfaced as to the role of the arts. At the same time, arts-based research is used to
examine educational contexts in two primary ways. In the first, the arts are used as a tool to study
an issue in society or education. The processes associated with the art form might be collected as
data, analyzed and presented as findings. The second primary mode of arts-based research
investigates the arts as an entity itself, perhaps choosing to describe the meaning of the work or
form itself (Greenwood, 2012). Greenwood describes the first approach to arts-based research in
her examination of three case studies in which drama-based processes were implemented to
study culture and identity (Greenwood, 2012). Greenwood argues that arts strategies in research
can be effective tools for understanding issues; however, the influence of those art processes may
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not always be easily separated from the more apparent cognitive findings. The researcher’s
agenda included understanding what kinds of drama activities would serve to engage several
groups of mature international students while allowing them to describe and examine their
experiences. Arts-based research is an emerging field in academia and one in which knowledge
construction has multiple avenues. In another study, Greenwood (2012) examined three artsbased case studies of projects that explored culture and identity. Greenwood’s case studies were
all drama-based and they focused on facilitation of learning and development of identity within
cultural differences. Her study examined how art processes could aid the learning and growth of
identity of participants. In each of the three case studies examined, the participants are set apart
by some cultural difference. Methodologically, each of the case studies was similar in its
approach to data collection (Greenwood, 2012). The researchers used observations to record and
analyze data from dramatic performances, or “applied theatre,” to interpret physical images,
inhabited roles, and understand their participants’ stories. Applied theatre is a term used to
describe the use of drama in social contexts where the actors have a vested interest in the issue
under examination. Through this combined emic-etic art-based approach, the members of the
groups transformed their own role as dramatists into becoming co-researchers whereby they
offered insight on underlying meanings and narrative significance. Thus, these case studies
employed a method much like that seen in community-based participatory research wherein
formally-trained researchers work directly with community members in constructing,
implementing, and evaluating research projects (Sullivan & Siqueira, 2009). Additionally, the
case studies involved three groups of people – the Maoris, the Romas, and Bangladeshi educators
living in New Zealand (Greenwood, 2009; Greenwood & Gazakova, 2010).
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The first case study involved a group of participants who were Maori teachers immersed
in a year-long program focused on Maori language and education (Greenwood & Te Aika,
2009). Thus, the purpose of this case study was to explore the impact this type of education had
on understanding the culture and ethnic identity of Maoris. The Maori study examined the role
that traditional stories, as told and re-enacted by the Maori teacher-students enrolled in the
program, furthered their ability to connect to their heritage. This was observed and evidenced by
data collection wherein the main Maori researcher, Te Aika, recorded the delivery of the
traditional narrations by the Maori student-teachers. The students themselves also conducted
parallel data collection through their journals wherein they recorded their skills acquisition and
integration of new symbolic and literary forms that would be useful in teaching Maori traditions
to their students. Thus, through the use of “applied theatre” techniques and traditional Maori
dramatic styles, Te Aika found a higher level of student skill and knowledge synthesis and their
greater willingness to apply what they learned in classrooms.
The second case study involved observing and recording the performances of a group of
Roma living in a small village in the Czech Republic (Greenwood & Gazakova, 2010). The
Roma project was led by an artist and researcher who wanted to offer the unemployed and
underachieving group an opportunity to communicate through drama for greater self-efficacy
and self-empowerment. To achieve this, they presented a play at the Roma Dance Festival.
Methods used in this study included observation of the groups and journal recording of Roma
participants’ ability to individually problem-solve, develop group cohesion, and demonstrate
their willingness to develop their own “voice” as leaders in the dramatic presentation. Although
developing and presenting a play was one of the goals of the project, the researcher involved in
the study, Eva Gazakova, in the end expressed that she did not feel that her participants were
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critically engaged to analyze their situations and seek solutions to the problems in their lives
(Greenwood, 2012; Greenwood & Gazakova, 2010).
The third case study included educators from Bangladesh who were living in
Christchurch, New Zealand to pursue a Masters of Education degree. The purpose of this study
was to examine the experiences as international students learning the conventions New Zealand’s
spoken English language. Through “freeze-frame,” short animations, and sequencing techniques,
participants were able to talk about their language experiences and interpret their own data in a
group workshop setting. Yet, the results of this study revealed that although Bangladeshi
educators living in New Zealand were proficient in English, they articulated that informal forms
of English spoken in the country were difficult to understand and interpret. While the unintended
results of these cases studies proved valuable in their own right, other educators chose specific
curriculum areas in which to observe progress. Many educators remain committed to arts
introduction in the context of their day-to-day teaching pressures (Hendrix, Eick, & Shannon,
2012). As a result, many are becoming creative in how they implement such subjects in the
classroom and particularly for reading and mathematics education (Barkan, 1962). For some the
effects observed among their students provides important indicators of the value of arts
education within other content areas such as science and social sciences. For example, one study
documented the effects of “Creative Drama” activities in an inquiry-based elementary science
project. The results suggest that the use of an arts strategy can lead to an increase in students’
conceptual learning (Hendrix et al., 2012). Another pilot project was designed to help preservice
teachers teach social studies content through the performing arts. Participants were introduced to
plays where sections of the scripts were analyzed by students, including the characters, actions,
and storylines. By studying the dramatic material and having opportunities to ask questions about
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the characters and scenes, students were asked to translate that same learning approach to the
context of historical events. Thus, the study demonstrated that combined dramatic arts education
instruction with social science learning objectives can be useful even with a minimum amount of
resources dedicated to this type of learning. From this example we know that children can be
guided to creatively express their understanding of important historical events and concepts. In
short, she demonstrated how teachers can make “drone” social science learning fun by involving
dramatic methods.
In Oreck’s study (2004), 423 teachers were surveyed about the importance of the arts in
education and offered insight on why they do not often incorporate such tactics in their daily
instruction. The lack of professional development in the arts combined with unrelenting pressure
to teach the assigned curriculum can have the effect of relegating arts education instruction to an
“optional” status in classroom practice (Oreck, 2004). Among the findings from the study was
acknowledgement of the importance of the arts as part of a young person’s educational
experience. The teachers’ survey responses also indicated that teachers felt they had adequate
support and freedom to try innovative practices in their teaching. In the area of teachers’ personal
characteristics, the findings revealed that early childhood teachers use the arts more often than
middle and high school students. The third segment of their study examined teacher motivations
and constraints for arts use in the classroom. The responses were open-ended, short response
items. Mentioned most often by the teachers was a need for more training to use the arts in the
classroom. Yet, a recent study conducted in New South Wales, Australia, demonstrated that it is
not only possible to integrate arts education instruction in classrooms but evolve teachers’
viewpoints on the feasibility and value of blending core subjects of language arts and
mathematics with music, visual arts, dance and drama. In the end, the study identified several
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innovative arts educational practices that met both the needs of teachers and students (Power &
Klopper, 2011). While these studies investigate a blending of arts instruction and core
curriculum subject matters, other studies focus specifically on specific art subjects such as music.
The classroom music experiences of elementary school children were studied as
researchers followed a nationally represented sample of kindergarteners through eighth grade
(Miksza & Gault, 2014). This longitudinal study examined three questions: How often and for
how long did children receive music instruction? How often was music used to teach math and
how many children receive formal music instruction outside of school? Results from this study
corroborated a gap in parity based on socio-economic status, race and urbanicity (Miksza &
Gault, 2014). Students in suburban areas received more music activities than children in rural or
urban areas. Disparities based on race and socioeconomic status (SES) were also noted. Higher
SES translated to greater amounts of time in music activity. White students received
“significantly more instructional time in music” (Miksza & Gault, 2014, p. 6).
Drama-based instruction was utilized with 102 seventh-grade students in a middle-class
neighborhood in Turkey where researchers sought to explore the effects of an arts approach to
Geometry students’ achievement and attitudes (Duatepe-Paksu & Ubuz, 2009). The experimental
design revealed a statistically significant effect on student achievement while also highlighting
qualitative findings in the students’ responses. This is another example of an attempt to link arts
instruction to core subject achievement. Researchers are arguing for the inclusion of arts
instruction in schools. It may be more necessary than we understand. How the public thinks of
the arts is one piece of the puzzle.
A 2-year Australian case study of 570 children examined children’s perceptions of the
meaning and value of art generating data through small group interviews and drawing elicitation
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activities (Barrett, Everett, & Smigiel, 2012). Researchers discovered that older children
especially defined art in less traditional ways including seeing the arts in nature and in many
aspects of daily life. The arts were considered not just an object (music, drama, painting, etc.),
but also in the way tasks were carried out. Their findings suggest that children and families
participation in the arts in homes and communities is an important shared activity.
Studies on Use of Magic in School: Thinking Like Artists
Magic is an art form that uniquely addresses multiple challenges faced by educators –
namely bridging the need for optimal testing outcomes in the face of time challenges and low
perceived self-efficacy to engage in this type of arts education instruction. With knowledge and
skill in its integration into mathematics and language arts curricula, it is not only a valuable
addition to hold the attention of students but also provides them with creative means for subject
matter comprehension. The challenge, however, remains in educating and motivating teachers to
perform such creative tasks in their daily routine. This has been achieved when educators begin
to think like artists, and expose their colleagues and students to novel forms of integrated arts
education instruction (Pringle, 2008).
Magic and Research
The use of magic tricks have been studied in a number of studies (Leong, 2012; Levin,
2006; Spencer, 2012). For young people with significant psychological issues, school counselors
are now utilizing magic tricks into their lessons to increase self-esteem and other positive
behaviors (Levin, 2006). Levin had nine participants in an intensive residential setting for
teenagers with emotional difficulties using a pre- and post-test measure. Students were randomly
assigned to receive small group instruction in magic. Each student took the Rosenberg SelfEsteem Scale before and after the intervention. The results of the Rosenberg Self-Esteem Scale
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post-test show gains in self-esteem from the pre-test assessment. Researcher and magician Kevin
Spencer examined how teachers can use magic in their school curriculums to develop special
needs students’ functional and social skills. Specifically, Spencer reported findings related to
cognitive and psychomotor skills as well as changes in student affect. Three settings were
included with a total of nine teachers and seventy-six students. The students in each setting were
dealing with emotional and/or learning disabilities. Qualitative and quantitative data collection
methods were implemented across the three settings to validate emergent themes recorded. Both
teachers and students kept anecdotal records and these were also used for analysis. Pre and post
surveys were conducted with both teachers and students. The findings reported from the study
are classified into three main areas including psychological and cognitive effects for students,
pedagogical implications for students and pedagogical implications for teachers. Although these
findings are listed, there are no specific data results given from the study to show what specific
findings do exist. Rather, the author discussed the pedagogical implications for teachers
including greater confidence to assist students in meeting their objectives (Spencer, 2012).
In another recent study involving the use of magic tricks, researchers in Germany
investigated how magic tricks could be used to measure the use of insight by participants
(Danek, Fraps, Von Mueller, Grothe, & Öllinger, 2014). Participants were shown magic tricks
and then asked to figure out how they worked. In their first experiment, 50 university students
were recruited to participate. After watching a demonstration of a short, visual magic trick, the
participants were asked to offer a solution as to how the magic effect was achieved. Specifically,
the researchers were interested in knowing if the solutions came through insight, or a sudden aha
experience or noninsight. The results of the experiment demonstrated that when a participant
solved a magic trick by the use of insight, their “solutions were significantly more often true than
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false, whereas noninsight solutions were equally true or false” (Danek et al., 2014, p. 180). In the
researchers’ second experiment, it is noted that magic tricks contain certain constraints that may
limit an observer’s ability to provide a solution. For example, a box may not truly be empty
when something is produced from it or a ball may not be whole, but just appear so. These hidden
constraints may not occur to an onlooker thereby making the illusion successful. The
experimenters questioned if solution rates would increase were participants given cues regarding
these constraints. Sixty-two students were used in this experiment with half of the group given
informative cues and half of the group acting as a control. Each group was shown a magic trick
twice. The experimental group was given a cue to assist them in solving the trick. As might be
expected, the experimental group given cues did demonstrate a moderate increase in solution
rates.
James Leong compares sleight of hand training to the skills necessary for the practicing
surgeon (Leong, 2012). He found many similarities between the two types of learning. Both
types of learning involved hours of study using books and videos. Mentors proved invaluable in
both settings and the performance of skills in real world experience were part of the process.
Leong cites reflection after performance as being common to both magic and surgical procedure
leading to refinement of skills.
Summary
More arts participation translates to better outcomes both in academic achievement, but
also in social-emotional measures. Researchers are examining factors from a number of
ecological contexts including school, home and the community. Each ecological setting provides
a connection between a child and the possibility for engagement in the arts. Ecological
perspectives tells us that individuals are active agents in their own development and that artistic
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activities are made up of school and community influences that are contexts for children’s
development (Bronfenbrenner, 2005).
From a review of studies linked to arts-based learning, a couple of realizations are made
apparent. First, participation in the arts is good for our students. Whether the instruction is in
music, drama or the visual arts, arts education remains a vital component to a young person’s
development. Art allows children freedom to discover their own unique qualities without fear of
getting the answer wrong. Children need to be allowed to participate in the making of art without
fear that time in school will be misspent. While schools will continue to be at the mercy of yearly
accountability measures and testing in the usual subjects, arts instruction can be valued on its
own merits.

CHAPTER 3: METHODOLOGY
Study Overview
I have loved magic my whole life. I think of myself as a magician first. This selfidentification actually took me many years to realize. I did not have many artist role models to
identify with so perhaps I was a late learner in this regard. Yet I had the realization at some point
in my adulthood that magic was the most defining part of who I was as a person. I doubted for
years in my ability to pursue my passion, even trying to act as if magic was not important, that it
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was trivial. But I learned that I was most unhappy without its presence in my life. I started to
publicly admit the fact to myself and to others.
Yet, I identified myself as a magician one night in an advanced doctoral course and I still
recall the surprised response from one of my fellow students. She rebuffed me and was
dismayed, so much that she stated that she instead was “a teacher first” above all other passions
or commitments she held in life. We were after all sitting in a College of Education classroom.
For me though, what I said is at the heart of my frustration not only with teaching, but with my
life as a whole. I had fallen out of love with my own life and decided to take steps to recover it.
Today, however, teaching has become nothing more than a “day job” to me. Over fifteen years
of work teaching elementary school, I have become increasingly frustrated with my experiences
working in the public school system. Thus, an exploration of myself enabled me to examine the
importance of my experiences of learning magic to my development as a human being, and to
explore the pressure and frustration I experience as a public school teacher today, the latter of
which has led me towards a decision to leave the profession.
As a practicing magician myself, I have an “insider status” that enables me to explore
questions such as the meaning of being a magician and an educator (Bochner, 2012). My purpose
was to examine the importance of my experiences of learning magic to my development as a
human being. Additionally, I wanted to explore the pressure and frustration I experience as a
public school teacher today, which has led me towards a decision to leave the profession. Thus,
the research design that I chose was an autoethnographic study. My focus was on why magic was
and is important to me and why my work as a public school teacher has become so undesirable.
The research questions guiding this autoethnographic study included the following: 1) What are
the multiple levels of influence that have contributed to my desire to be a magician and leave the
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teaching profession? ; and 2) In the interrelation of the above context, how do I reignite my
artistic passion and purpose? Using the Bronfenbrenner model of human ecology, this study
explored multiple levels of influence spanning those from a sociocultural perspective to those of
an inter- and intrapersonal nature (Bronfenbrenner, 2005). Data are inclusive of journal entries,
photographs, magic artifacts, and interviews to provide crystallization of deepened understanding
(Richardson, 2000) as sufficient evidence for analyses. Study findings and implications offer
detailed insight on how I cultivated my pursuit of magic despite the challenges and realities
experienced across decades of living. Additionally, findings will be presented describing the
pressures and frustrations I felt as a public school teacher and how my narrative may inform
future developmental (e.g., skills and training) and mentoring opportunities for other educators
who hold a passion for the arts. This study is located methodologically within the field of
autoethnography. Autoethnography is one form of narrative analysis that offers researchers a
mode in which to relate stories that effectively convey their research drawing from personal
experiences (Alexenberg, 2008; Eldridge, 2012).
Autoethnography as Research Inquiry
Scholars have noted a narrative turn in social science research (Bochner, 2012; Chang,
2008; Ellis, Adams, & Bochner, 2011a; Hamdan, 2012; McIlveen, 2008). What constitutes
knowledge and how is it verified became increasingly under attack by a number of researchers
who began to question a strictly positivistic conceptualization that knowledge can only derive
from the experimental method (Holman Jones, Adams, & Ellis, 2013; Kaufmann, 2011b).
Denzin and Lincoln describe the history of the field of qualitative research as eight defined
moments in history including the “so-called paradigm wars of the 1980s” (Denzin & Lincoln,
2011, p. 1). In particular, they describe the postmodern moment from 1990 to 1995 as a time
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when researchers were experimenting and creating new ethnographic forms. The years 19952000, were known as the postexperimental inquiry moment, and saw researchers becoming
increasingly concerned with both literary and linguistic figures of speech. At the same time, the
narrative turn in qualitative research meant that researchers were seeking new approaches to
ethnographic study. With this change came an appreciation for storytelling and the voice of the
researcher becoming more visible. Historically, the voice of the researcher was expected to be
mostly absent from the research account.
Autoethnographic Origins
Autoethnography as a method of research and writing has experienced greater acceptance
in the past decade. This genre of narrative analysis enables the researcher to be treated as the
primary subject of analysis along with the culture or phenomenon of which that researcher is a
member (Ellis et al., 2011a; Kaufmann, 2013; McIlveen, 2008; Reed-Danahay, 1997). Its history
as a methodological approach or concept can be traced through both its connection to
anthropology, ethnography and life history.
Karl Heider referenced the term auto-ethnography in his anthropological study of Dani
concepts in 1975; meanwhile, Hayano in 1979, referred to the term in relationship to
anthropologists’ studies of their own people (Hayano, 1979; Heider, 1975; Reed-Danahay,
1997). Heider uses the term “auto-ethnography” to describe the Dani peoples' own responses to a
simple question he posed. In his study, Heider asked 60 West New Guinea school children the
question, “What do people do?” (Heider, 1975). While the anthropological research is focused on
a particular culture of people, Heider introduces the idea of self-study in that the children’s
responses are recorded with the aim of documenting their individual view of the world. The
responses from the school children were considered an auto-ethnography because the responses
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comprised their own comprehension of the world. Hayano’s anthropological examination, on the
other hand, offered a definition wherein the defining characteristic of this type of qualitative
inquiry was that of holding “insider status.” He wondered if the data collected by a researcher
who was indigenous to the cultural group studied was different from that collected by an
outsider. He explained that “The criteria for auto-ethnography, then, must include some prior
knowledge of the people, their culture and language, as well as the ability to be accepted to some
degree, or to "pass" as a native member” (Hayano, 1979). Hayano was defining insider/outsider
status as it pertains to the researcher’s identity. Auto-ethnography then extended its meaning to
include a study of a culture by a member of that culture. This differed from ethnography in that
this method was reserved for a researcher who may not be a part of the culture under
examination. Insider status as Hayano described meant that researchers “possess[ed] the qualities
of often permanent self-identification with a group and full internal membership”, as well as “the
ability to be accepted to some degree , or to pass as a “native” member” (Hayano, 1979). For
Hayano, a study could be defined as an autoethnography if any investigations of others were
excluded.
Similarly, van Maanen’s review of modern approaches to ethnography lists self or autoethnographies as a form of writing wherein the ethnographer is the native (Van Maanen, 1995).
Van Maanen considers “textual practices” as well as “compositional and orientational shifts in
ethnography” (Van Maanen, 2006, p. 14). He argues that less emphasis has been focused on how
ethnographic writing is accomplished rather than the fieldwork that lies behind the textual
composition itself. He emphasizes the changing role of the ethnographic subject from “savage to
primitive to subject to native to informant to interlocutor to, ultimately, co-author” (Van Maanen,
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2006, p. 16). The boundaries of ethnographic research have been blurred to include those of
authoethnography or self-study.
Contemporary Understandings of Autoethnography
Autoethnographies aim to present both an outward look at social and cultural features of
an individual’s experience as well as an inward view of an exposed self that is perhaps struggling
to define itself against the pressure of cultural expectations and narrow definitions (Deck, 1990;
Ellis & Bochner). However, it has been described as a method of research that has distinct
characteristics that set it apart from other types of studies (Adams, Holman Jones, & Ellis, 2014).
Autoethnography has these distinct attributes:


Focuses on the description and critique of cultural phenomenon from the vantage point of
the individual with the intent to thoroughly describe and critique cultural beliefs,
practices and experiences. In practice this means that “autoethnography is a method that
affords an insider’s perspective on the practices, meanings and interpretations of cultural
phenomenon/experiences.” (Adams et al., 2014, p. 31).



Centers the researcher yet also acknowledges and values a researcher’s relationships with
others. Thus, the relationships that are formed with the research are valued the same as
the researcher’s personal relations.



Applies the concept of “reflexivity” (or self-reflection) to identify and question the
intersectionality between factors such as the individual and broader community or
society. Here the researcher is always aware of the self and its relation to culture and
scholarship.
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Provides important insight on individual struggle and the origins of their conflict(s).
Autoethnographies can contain revelatory moments where insights can be expressed and
shared.



Has an applied intellectual and methodological rigor, but offers the researcher an
opportunity to express emotion and creativity in the process. Autoethnographers write
about their own “feelings, attitudes and beliefs” they have about cultural phenomenon
(Adams et al., 2014, p. 26).
Ellis and Bochner, Reed-Danahay and Denzin and Lincoln are recognized as some of the

leaders in recognizing autoethnography as a credible scholarship method as well as bringing it
more into the mainstream of education research (Denzin & Lincoln, 1994; Ellis et al., 2011a;
Hughes, Pennington, & Makris, 2012; Reed-Danahay, 1997). These characteristics ground
autoethnography, however, how autoethnography researchers conduct and write up their
autoethnographies can differ.
Bochner and Ellis wanted social science research to be presented in a different manner;
the resulting form was narrative (Chang, 2008; Ellis, 2004; Ellis et al., 2011a). Autoethnography
as a narrative form of writing grew out of its close relation to literary texts. Text is not just
written, but can include spoken word analysis, visual and written materials. In this respect,
autoethnographies can take many forms in their textual representations. Short stories, poetry,
novels, photographic articles and journal writing are among the examples of autoethnographies
found in the literature today (Ellis, 1999). Using a story as a framework, Ellis depicts what
autoethnography is and how to do it. Her story takes the form of a conversation between her and
a graduate student who wonders what research methods to consider in her examination of breast
cancer.
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In autoethnography, researchers typically present their narrative in the first person. In this
way they are one of the objects being researched which helps to break down the conventional
division between researcher and subject (Chang, 2008; Ellis et al., 2011a). The narrative text,
which is presented, focuses on one case over time. Thus, a story can begin in childhood and may
be continued to the present day. In autoethnography a story is presented similar to the kind of
writing one might encounter in a novel or autobiography. Narrative inquiry developed out of a
need to and a reaction against the established scientific method of developing and
communication knowledge (Bochner, 2012).
Autoethnography as a narrative research method has enabled researchers to explore
personal, professional, and sociocultural questions in a simultaneous manner (Bochner, 2012;
Hamdan, 2012). Deck explains the double duty researchers are attempting in her discussion and
critique of the autobiographies of Zora Neale Hurston and Noni Jabavu (Deck, 1990). The
narrator in these autobiographical accounts must perform a dual role requiring a “double
consciousness of what took place” (Deck, 1990, p. 250). As the writer describes the experiences
of the past, the autobiographer becomes both a participant and an observer in the retelling of the
narrative. Two studies offer insight into this dual role. Sparkes (1996) presented a narrative of
self that would “take you as the reader into the intimacies of my world. I hope to do this in such a
way that you are stimulated to reflect upon your own life in relation to mine” (Sparkes, 1996, p.
467). His autobiographical narrative examines his life as a former elite athlete to physical
education teacher dealing with excruciating back pain and its effect on his identity. As a
university researcher in physical education, Sparkes was used to making presentations backed by
a strong theoretical background in the sciences. The data he presents included clinical reports of
a CT scan written in medical language to a transcript of a phone call he had with his physician
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brother in plain spoken language which is an attempt to make sense of how serious his condition
may be.
In his autoethnography, Sparkes also describes the trepidation he felt at discussing his
feelings in front of academic audiences. His study revealed the ambivalence he felt both being an
athlete and physical education instructor to a person who had to accept and appreciate himself as
an academic. He also included diary entries as documentation of his struggle living with acute
pain which effected how he walked in public and the effect it had on passersby. Additionally, his
study included school magazine reports from his youth documenting his accomplishments as an
athlete. He wrote that “the games field was my zone of security where I was a somebody to be
reckoned with” (Sparkes, 1996, p. 479). Being good at sports was the great equalizer for this
working-class young man thrust into the world of upper class schools he qualified for at age
twelve. His story described the teasing he took being from humble origins but being good at
sports. Exceling at sports allowed him his individuality. At eighteen, while weightlifting to make
up for a “lack in upper body strength and power,” he injured himself and that is where his severe
back pain started (Sparkes, 1996, p. 480). Sparkes goes on to describe the tensions he felt at
figuring out how to end his story so as to seem credible before academic audiences. Somehow
the autoethnography would not be considered serious if was perceived as a story without a solid
theoretical stance supporting it. His inclusion of reviewer comments in the journal article suggest
that some readers picked up on this dilemma as well while acknowledging the strength of the
piece.
Pelias (2003) presented a short autoethnography critiquing the life of an academic. The
style chosen for this example was almost stream of consciousness presenting commentary in one
drawn out expression of writing. Pelias’s commentary concerned itself with the daily
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responsibilities of life in academia and the politics of higher education. He described teaching in
the classroom as “knowing that you’ve only scratched the surface of the subject” (Pelias, 2003,
p. 370), but that time demands and educational priorities tended to intrude on the best intentions
to try and do things differently next time. His tone was humorous, and critical of the realities
facing professors in higher education. While discussing academic writing, he is also commenting
on what exactly defines academic writing and decides he will need to include some quotes from
other authors which then becomes an examination of the genre of autoethnography itself. This
brief autoethnography becomes an examination of what constitutes academic writing presented
in a humorous form that is conversational in style.
What these two autoethnographies show is the dual role that autoethnography researchers
take on, the narrative role of an autoethnography study, and how as a research method,
autoethnography allows for an understanding of phenomenon not always captured by other
approaches. First, the researcher-participant provides in-depth examples that provide insights
into understanding the human being while also writing to a larger audience. Sparkes allowed
readers to understand connections between being an athlete who could no longer play but had the
strong desire to remain active in the field. Pelias presents the often untold.
Similar autoethnographic contributions have been deemed as valuable within educational
research (Chang, 2008; Holt, 2008; Lamb, 2013; McIlveen, 2008; Starr, 2010). Stories, of course
can be interesting to hear as well as instructive for our own lives as we make sense and meaning
about our lives from the stories we tell. Autoethnographic inquiry is useful for understanding
personal, cultural, and societal factors that may influence situations.
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Autoethnography and Education
Uri Bronfenbrenner theorized that human development is influenced by the
interrelationships of people and systems on the growing individual. Autoethnography has the
potential to offer educators increased self-awareness, which in turn, can help students to become
more thoughtful in their experiences in a changing world (Banks, 2001; Starr, 2010). Starr
examined autoethnography and its usefulness to educational researchers. Focusing on Canadian
teachers and schools, Starr argued that greater change and diversity represented in student bodies
requires educators to adopt greater self-reflexivity by examining their own identity working
within cultures of multiple difference. Autoethnography she suggested offers “educators with the
opportunity to take such a stance…through the interrogation of one’s identity and the locations
and interactions pivotal in the formation of identity” (Starr, 2010, p. 1). In a similar vein, Banks
argued that teachers should assist students in developing a balanced citizenship education.
Teachers can help students to recognize their own unique individual identities as well as a
sensitive awareness of their own place in an expanding, global community. In this respect,
autoethnographic inquiry is useful for understanding personal, cultural, and societal factors that
may influence outcomes.
Based upon my comprehensive review of the literature, I found many autoethnographic
studies that elicit several components that could be categorized as sociocultural or community
influences to personal and individual types of factors that exert situational influence. A number
of these studies utilized Bronfenbrenner’s model. For example, Butler’s (2007) autoethnographic
dissertation explored the multiple, interacting influences that contributed to the success of a
teacher-to-teacher peer coaching program in many early childhood classrooms in New Orleans
for 10 prekindergarten educators on the lives of prekindergarten school students living in
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Louisiana. Her autoethnographic style included scripted presentation from her role as a staff
development educator interwoven with autobiographical information. She recorded her thoughts
in a journal and the narrative became part of her data. Butler used pre and post test data collected
from a coaching profile test. She also conducted classroom observations and interviews with
teachers to discuss the observations. In that study, Butler adopted the Bronfenbrenner
framework of human ecology to explore the role of school policies, professional development
programs for teachers, and familial support on student literacy outcomes. The findings revealed
the importance of having these multilevel supportive factors aligned to ensure student success.
John Rayburn’s dissertation study examined how families navigated school-based
disability diagnoses through the lens of the Bronfenbrenner model (Rayburn, 2003a). Rayburn’s
inquiry examined how two families used narratives to define themselves both within and outside
of the school setting. Using autoethnography as method, the researcher revealed his own
experiences living with a family member who struggled with learning. He collected data from a
parallel family through interviews, email correspondence and participant observation (Rayburn,
2003b). The results revealed the importance of multiple factors such as negative societal norms
toward children’s disabilities (schools, policies) to positive or negative familial attitudes that
contributed to the management of children with school-assigned disability status.
Other autoethnographies explore the role of the arts specifically. Nethsinghe (2012)
provided a detailed account of his life as a musician, scholar and teacher. He used
autoethnographic methods to describe the ways those three interests converge and complement
one another. In this study, Nethsinghe presented a direct line of history connecting his past to his
current multifaceted career pursuits. Typical of this narrative type of account, Nethsinghe
utilized a variety of methods to excavate a unique account of how music can be integrated into
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classroom practices. For example, he used multiple data collection methods including journals,
photographic analyses, interviews, and records reviews (newspapers and other artifacts) to detail
a rich account of the impact of messages he received about following a “traditional” career path
as an educator. Nethsinghe’s musical background led him to become a musical performer. It was
his joining a professional band that galvanized his career aspirations. As he described, “my father
wanted me to become an accountant (my father, grandfather, great-grandfather, and many
relatives were accountants. However, the experience of joining the musical group changed my
whole life in a very short period” (Nethsinghe, 2012, p. 7). Analyses of these data sources
resulted in a highly informative piece of autoethnographic research that described his process of
integrating two passions – that for music and educating. Through his autoethnographic portrait,
the author was able to explore his motivation to research multicultural music education and
further explained his desire to improve his own professional practice as a student, teacher and
researcher. He also found worth in sharing his story with others recognizing the value of
education and the social and cultural context that situates his life experience (Nethsinghe, 2012).
Another autoethnography detailed the challenges associated with being an art educator in
the current high-stakes testing and accountability environment (Eldridge, 2012). This work
reflected on her endeavors as a teacher – her research detailed generalized tension among
educators at her school and her personal anger experienced over high stakes testing. This
narrative added to the literature as it described how testing accountability and practices have
influenced not only her classroom but also others. The novelty of her research is that it
illuminated how teachers faced with common pressures due to NCLB felt out of control in their
own domain. Moreover, Eldridge used visual autoethnography, a method that “combines visuals
with autoethnographic narrative” (Eldridge, 2012, p. 72), to illustrate the value of art-based
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research (Eldridge, 2012). Eldridge, an art educator herself, created collages to explore the
tensions of an educator’s life amidst current economic crises and high-stakes testing norms.
Using collage as a form of arts-based method intertwined with self-reflection (autoethnography),
Eldridge is critiquing the culture of art educators as it responds to high stakes testing pressures.
As Eldridge explains, “I write in defense of art educators who wish to teach a curriculum based
on social justice and visual culture even in the face of increased high stakes testing” (Eldridge,
2012, p. 72).With an artist’s perspective, the collages symbolized the negative effects of modern
day teaching on the ideals of an art teacher. Thus, she is able to articulate how a multicultural
curriculum is effectively transformed (or “reduced”) to a Western dominant norm. Eldridge’s
autoethnographic methods shed light on new practices that are seemingly incongruent and
useless for the type of lessons she is trying to teach (Eldridge, 2012). Instead, the visual
autoethnography described how school pressures led her to use of worksheets as assessment
tools for art class instead of drawings, paintings, and other forms of personal expression. These
changes attacked her sense of what she saw as authentic art instruction.
Through Eldridge’s and Nethsinghe’s account and others like it (Scherdin, 2007;
Suominen, 2004), the value of autoethnography in education is clear. These researchers through
their stories/narratives bring out nuances of everyday experiences both for the individual at the
center of the inquiry, but also brings into frame the backdrop of influences that contribute to the
reality experienced by many. Like other examples of autoethnography, Eldridge’s research can
be presented as a way to resonate with other art teachers who may share similar experiences
(Alexenberg, 2008; Chappell & Cahnmann-Taylor, 2013; Greenwood, 2012).
Hickman’s study (2010) revealed how an educator’s artistic identity is shaped in and out
of the classroom and how such a dualistic identity impacts on professional identity and pedagogy
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(Hickman, 2010). A lifelong artist who became an art teacher and university instructor,
Hickman’s research utilized journal entries, photographs, school report cards and interviews with
friends and relatives as key sources of data. His particular focus was on seminal events in his
early and adolescent years. Although his narrative data is drawn from his early years, his more
recent artwork contributed to one of his findings from the self-study. By looking back over a
five-decade span of his own work, he was able to discern a multitude of different self-images and
influences that shaped his artistic identity as well as his identity as an educator. Looking back at
paintings he produced over 40 years, the pieces look to be created by different people. He found
that his work was as multi-faceted as his identity as a teacher. He stated that “I have become
more aware of the pedagogical implications of acknowledging the multifaceted identity of the
teacher-practitioner: artistic thinking and knowing can inform teaching” (Hickman, 2010, p. 12).
Hickman found that identities can change and develop. His self-portrait which he aligns with
autoethnography or autobiography as method led to insights and deepened understanding. He
was able to realize the importance that questions of identity that had surfaced. Additionally, as
Hickman reflected on autoethnography as a method for research, in his description he compared
the autoethnographic process to how students gain understanding through talk in the classroom.
“I realized that I was gaining insights and new understandings-that I was ‘writing myself into
understanding’ in the same way as pupils in class ‘talk themselves into understanding’ through
discussion” (Hickman, 2010, p. 11). Also, he found that social class and its role in his own
education had been unexplored, but an important topic for further research.
Hickman’s study brought into focus the reality that there is no one way or one type of art
educator (Hickman, 2010). By his own admission, the study was an incomplete autoethnography,
as it avoided reference to social and cultural contexts while focused chiefly on his own
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development as an artist and educator. Consequently, he avoided tackling broader subjects such
as connections to social and cultural environments; nevertheless, as his work was
autoethnographic in nature, he could not entirely avoid offering insights that advised readers on
the importance of sociohistorical and cultural watershed experiences that shaped his identity as
part of a British generation.
Views of Autoethnography
Although autoethnography has become more visible in research journals, there is some
variance in the scientific appraisal of its significance. Although it is widely recognized as an
acceptable qualitative methodology, the early application of this approach was met with some
discordance and hostility with the broader scientific community. Accordingly, autoethnographic
“accounts were considered superfluous, external to “real” research, and self-indulgent”
(Kaufmann, 2013, p. 101).
As a consequence, there are those within and outside of academia who question the
validity of autoethnography as a valid form of research. First-person narratives are not fully
accepted in all academic circles as such approaches are considered to be appropriate for literary
disciplines, and thus are often perceived as of less value to the social sciences. Using personal
experience as a data source it is argued, introduces strong biases into the research context
(Anderson, 2006). Indeed, “the use of self as the only data source in autoethnography has been
questioned” (Holt, 2008, p. 19) as the first-person narrative format does not easily lend to thirdparty verification of reported events, nor does such an approach enable any scientific replication
consistent with other epistemological traditions such as those observed by positivists (Denzin &
Lincoln, 1994; Holt, 2008, p. 19; Sparkes, 2000). As Sparkes explained, “by writing themselves
into their own work as major characters and choosing to foreground their own voices, these
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scholars have challenged accepted views about silent authorship and author evacuated texts”
(Sparkes, 2000, p. 22).
In the past, scholars had been expected to keep their own voices out of their academic
writing. Consequently, the major critics of autoethnography argue that the use of “I” introduces
researcher bias and a lack of objectivity, both of which are highly valued in the current scientific
culture dominated by positivists (Denzin & Lincoln, 1994; Holt, 2008; Sparkes, 2000). Recent
work by Mendez captures prevailing criticisms of autoethnography as a “self-indulgent”
endeavor that lends to narcissistic inquiry (Méndez, 2013). Indeed, Atkinson (1997) and Coffey
(1999) similarly characterized autoethnography in the same vein (Atkinson, 1997; Coffey, 1999).
Yet, Ellis, Adams and Bochner (2011) also contend that autoethnography is incorrectly held to
the same standards found in ethnography or the arts, which ultimately compromises its own
inherent “objectivity.”
Wall presented an autoethnography on her experience of learning about autoethnography.
She wrote that, “I finally came to the realization that I could share my experience of learning
about autoethnography and, in the text, co-mingle me and it” (Wall, 2008, p. 146). Wall used “a
reflective journal” (Wall, 2008, p. 153), as a primary data source for her study. She wanted to
understand what autoethnography as a research method was and set out to read a number of
examples of the genre. She describes herself as a “moderate” (Wall, 2008, p. 156), and “yet, I
still believe that some things are right and some are wrong, that some things are real, and that
truth can sometimes be known the same way by all people” (Wall, 2008, p. 156). Her study
presented a coming to terms with what she described as an “avant-garde method” (Wall, 2008, p.
154). “Expert knowledge is socially sanctioned in a way that commonsense or personal
knowledge is not. In her examination of autoethnographic exemplars, she discovered that
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“Sparkes (2000) and Holt (2003) both described reviewers of their manuscripts who wished to
see adherence to traditional scientific tenets” (Wall, 2008, p. 155).
At the same time Wall presented an autoethnography about learning how to conduct this
form of research, she described the skepticism that exists in the research community over
whether or not autoethnography was really research (Wall, 2008). A strict positivistic view of
research holds that “there is only one way to “do science,” and any intellectual inquiry must
conform to established research methods” (Wall, 2008, p. 147). As Wall described in her own
examination of autoethnography as method, she related how she had been “socialized to believe
that “real” science is quantitative, experimental, and understood by only a select and elite few”
(Wall, 2008). Traditional positivistic views of how knowledge is generated and who is involved
is directly at odds with autoethnography and other narratives of self (Sparkes, 2000; Wall, 2008)
which are criticized as being self-indulgent and narcissistic. Sparkes questioned the inequitable
power relationships that existed in the research community giving some forms of research
credibility over others (Sparkes, 1996, 2000). Thus, as Wall and Sparkes articulated, a good story
by itself may not be enough on its own to be called research. The narratives that make up an
autoethnography need to be presented as much as possible truthfully as with any kind of
ethnographic report. There is a danger that an engaging story can take the place of scholarly
inquiry.
Autoethnography as a Framework for This Study
With the discussion of autoethnography presented above, Adams, Holman Jones, & Ellis
(2014) offer a framework for evaluating autoethnography that includes ideals and goals, and
which I have adopted as my framework. Adams, Holman Jones and Ellis describe these as “core
ideals” of autoethnographic research (Adams et al., 2014, p. 25). As Adams, Holman Jones and
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Ellis describe, these include “recognizing the limits of scientific knowledge, connecting personal
experience to larger conversations, utilizing narrative and storytelling and attending to ethnical
implications” (Adams et al., 2014, p. 25). These ideals then relate to four goals that Adams,
Holman Jones and Ellis identify for effective autoethnography.
First, autoethnography can make a contribution to knowledge by “extending existing
knowledge and research while recognizing that knowledge is both situated and contested”
(Adams et al., 2014, p. 103). Autoethnography is done to “reflect on and create understanding
about identities, relationships, and/or experience” (Adams et al., 2014). These reflections and
understandings are then shared with others also with an awareness that a “contribution to
knowledge means valuing the particular, nuanced, complex, and insider insights that
autoethnography offers researchers, participants and readers/audiences” (Adams et al., 2014).
Secondly, an effective autoethnography values both personal and experiential insights as part of
its method. Emotions and vulnerability are necessary components to autoethnography. Thirdly,
autoethnography harnesses the power of stories to make connections and critiques of culture.
“We look to stories to show sense-making, the processes we use to create understanding, and the
reflexivity in considering a researcher’s location in research and representation” (Adams et al.,
2014).
Finally, Adams and colleagues highlight the importance of relations and ethical
responsibilities in the work of autoethnography. We need to protect the identities and privacy of
our participants while making the work accessible to a variety of audiences with the intent of
engaging readers and making that contribution.
This framework fits well with my study. First, my study is situated within and grounded
in my own experiences of being a magician and an educator. Through this study, I hope that
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readers will understand to what extent the complexities of schools act on my own desires, not
only to return to magic but to leave a profession that I have been employed in for over 15 years.
Second, stories that I share in this study reflect my vulnerabilities across family, profession, and
reflection of past experiences. As I identified stories critical to understanding my own decisions
and desires, I considered how these stories positioned me to think and act in particular ways
within aspects of my cultural and socioeconomic upbringing. Reflexivity comes into play in this
study of myself as a magician as I acknowledge my own privileged position in society while the
stories I tell can uncover sensitive issues related to culture or my own experience of it.
Reflexivity here also means relating stories that may be difficult to tell concerning relationships
and past experiences. As this story is about my own understanding of events related to my
questions, the results do not report specific family member relations, only the reference to a
“family member” who provided interview data. Because this is a lived and situated story, people
involved in my story of understanding as persons will be masked to protect their identity and
thus less vulnerable to inadvertent revelation of their specified relationship to me.
Setting of study
This study was conducted in Atlanta, Georgia. Following IRB approval on June 1, 2015,
data were collected from June 2, 2015 to August 1, 2015. This study involved a study of critical
moments in my life that spanned over thirty-five years. These incidents occurred within my role
as a teacher working within the public school system and through my development as a magician
growing up in Southern California and Atlanta. Analyses commenced shortly thereafter with
dissertation writing and revisions occurring through early 2016.
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Positioning of the Researcher
I associate with autoethnography as a method because I am a storyteller. I tell stories in
my own life, in conversation to understand. I have always been drawn to dramatic stories, both
real and imagined. Stories have the power to connect us to our humanity and allow us to solve
mysteries in our lives. As an undergraduate studying English through today, I have always
appreciated good stories well presented. Like other autoethnographic researchers, I am
interested in the emotional life and its connection to creating meaning in our daily existence. I
knew my study would be centered around magic as that is the subject that I am most passionate
about. I knew I would not be interested in completing this study unless it was focused directly on
the area of greatest meaning for me which is magic.
Although I did not intend to produce an arts-based study, I focused on the importance of
the arts as they relate to my research questions. I argue that the arts are important to human
development, at least in my case.
Participants
The primary participant in this study was myself. Typical autoethnographies include only
one participant who is the subject of the inquiry (Kaufmann, 2011a). However, my committee
and I agreed that gathering data from interviews from magicians and family members would
enrich the conclusions drawn from the data. In addition, my interviews provided a deeper
emotional understanding of my personal narratives including my passion for magic and the
challenges and frustrations I have endured in my personal and professional life history. Such
insight from this greater awareness generated from these interviews provided a pathway to move
me to life-affirming action. No person lives without influence from others and the culture in
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which he/she lives. My study includes some of these pivotal influences both personally and
within the culture I live.
Selection of other study participants was intentional (Miles & Huberman, 1994). Unlike
quantitative researchers who typically work with larger samples of participants required to
evaluate specific group effects, qualitative researchers gather data that are needed until saturation
is achieved. Therefore, in most qualitative studies, participants are intentionally selected based
upon research questions and until data are saturated in contrast to quantitative studies that
typically rely on power calculations (Miles & Huberman, 1994, p. 27). Thus, intentional
selection of participants in this study allowed me to investigate my research questions more fully
(Creswell, 2009), and enabled me to see the relationship between my analysis of incidents to
others who may have been involved. The inclusion criteria for the study included those persons
who were ages ≥ 18 years, could read and speak English, and were willing to participate in this
study.
Family member 1. I recruited this family member because I knew she would be honest
(if at times, unsparing) with her comments and we have a cumulative history together. She
knows my history and provides me with reality checks when I am facing dilemmas, work issues,
and reminds me periodically about my stated life purpose.
Family member 2. I recruited this family member because he was at one time a magician
and I wanted to be like him. I also remembered his comments some years ago about the
messages he received about the pursuit of magic as a vocation. Additionally, he gave me a
number of magic books, props and performer programs that became part of my collection. He
was the only family member who shared my interest in magic.
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Magicians. Seven potential magicians were recruited for this study after IRB approval
was granted in 2015. I created a roster of potential interviewees after I attended a famous
magician’s (Mr. Wonder) three day conference for the magic community, including professional
and amateur magicians. Although the three day conference attracted mostly amateur performers,
there were some of the most famous names in the world of magic at this meeting that could be
participants in my study. I kept the contact information of the organizer, Joseph Sparks, another
well-known magician (to other magicians) who hosted the event along with others whose work
inspired me and whose lives intrigued me. I subsequently contacted some of these persons to
participate, along with other magicians whom I have known and been familiar with their
professional experiences in the entertainment industry.
After I had decided on my research topic and obtained the necessary IRB approval, I
thought about the contacts that I had made at this conference, I began recruitment for my study. I
contacted Mr. Wonder and Joseph Sparks. I did not receive a response from Joseph Sparks who
communicates directly with Mr. Wonder. I contacted another magician, Christano, through his
webpage. He responded that he would be in touch, but I never heard any more. Finally, I
contacted a magician, Dean Evans, whose work I was familiar with for many years and he agreed
to be interviewed by phone. However, I missed his call and was unable to interview him.
During June of 2015, I had recruited three other magicians who agreed to be interviewed.
Two of the three magicians I interviewed were well known to me through my study of magic. I
did not know them personally. The one performer I was less familiar with I decided to contact
after viewing his website. I chose magicians whom I thought were full-time performers.
One interview was done with an illusionist who specializes in large-scale magic tricks.
He is based on the West Coast and I had followed his career when I was a teen-age magician. I
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had never met him personally, but had seen him perform in a public performance. He was the
oldest of my interviewees and someone whom I knew had devoted his career to the performance
of magic. He was very kind to talk with me and very accessible.
Another magician was primarily a standup performer who has written books for the
general public on magic. I also did not know him personally, but had seen him perform. In fact, I
was chosen from the audience to assist him in a trick that he performed in a show in California. I
also owned a copy of at least one book that he had authored on magic. Again, I chose a
performer whom I knew was a full-time performer. This magician was also nearer to me in age.
The third magician specializes in close-up and corporate work. Unlike the other two
performers who specialize in large-scale illusions and stand up magic, this Midwest-based
performer does what is considered more intimate magic. The audiences may be smaller and yet
more close up. The magic that is performed often involves the spectator to help in some way. Of
the three magicians I interviewed, he was the performer I knew least about. In fact, I had never
heard of him. I came across his website one day and liked the professional appearance of it.
Although I did not know him, I decided to try and contact him for an interview. He, like all of
the magicians I interviewed was very generous with their time and information.
None of the magicians I recruited were specifically children’s performers although their
audiences may at times include children. I did this for a reason. Although I have performed
primarily for children throughout my life, I knew that performers for children are at the bottom
of the pay scale. I wanted to interview performers who potentially earned more income based on
the environments they choose to work. It is understood among magicians that different types of
magicians earn different levels of income from their work. Large-scale illusionists generally earn
the most pay. Corporate entertainers can do well financially as well. Birthday party magicians
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are considered to be at the lower end of the pay scale. I did not choose to interview local Georgia
magicians because the only performers I am familiar with work to children’s audiences. The
participant-magicians included those who had fewer than 10 years’ experience in their career and
those who had much longer career histories (spanning more than 30 years). Such purposive
selection enabled me to understand generational, attitudinal, and skills differences associated
with their experiences. All of my interviewees were over the age of 18 years.
Four of the five of my interviews (magicians and family members) were conducted by
phone as this was most convenient for my participants. I interviewed one family member at our
house. As this was a dissertation study, no compensation was offered for time spent on the
interview.
Data Collection
This study utilized a crystallization approach to data collection and analysis (Berg &
Lune, 2004; Johnson, 1997; Richardson, 2000). Crystallization allows an autoethnographer the
opportunity to present data with the imprint of a personal worldview. In other words, by
crystallizing data, the author inherently acknowledges the limitations of the findings – the results
are unique to the individual and not necessarily applicable for a broader understanding of the
topic. Yet, at the same time this approach also incorporates rigor to ensure that data can be
validated. There are five standards recommended to ensure that work claiming to be
“crystallized” adheres to the highest scientific standards. Specifically, the “Creative Analytical
Practice Ethnography” (CAP Ethnography) guidelines for evaluation may be applied in
assessment of this type of research (Richardson, 2000, p. 9).The standards include
“impactfulness, reflexivity, aesthetic merit, substantive contribution, and expression of reality”
(Richardson, 2000, pp. 15-16):
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“Impactfulness” evaluates whether the writing affects the reader on an emotional or
intellectual level. It examines the extent to which the project spurs the reader to consider
similar issues related to their own life and motivates the reader to examine them.



“Reflexivity” addresses the ethical concerns of the study. This aspect addresses how
participants’ privacy and confidentiality are respected and the extent to which personal
characteristics of those that participate are discussed. Does the author discuss his/her own
subjectivities with regard to the project? Is the author honest enough to let readers decide
for themselves based on the author’s transparency and self-awareness?



“Aesthetic merit” gathers input on the artistic appeal of the presentation. Specifically,
this standard asks whether the project is visually appealing and does it allow the reader to
become interested and excited? Another item related to this standard is whether elements
of beauty are contained in the presentation.



“Substantive contribution” inquires whether the project offers a contribution to advance
scientific understanding issues of relevance and those relevant to the public.



“The Expression of reality” also looks at the sense of truth about the writing; in other
words, it examines whether the worldview expressed seems to be credible.
Techniques for providing understandings in the research include the process of
conveying an accurate account of the data collected with thorough understanding of the
narratives gathered through personal recollections recorded in journals, and assemblage
and interpretation of the meaning of physical artifacts. Consistent with other
autoethnographic inquiries, I collected data inclusive of journal entries, photographs,
magic artifacts, and interviews (Anderson, 2006; Belbase, Luitel, & Taylor, 2013).
Crystallization provided a framework around which I considered my data sources. These
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included the following: Self-observation, personal recollections recorded in journals,
assemblage and interpretation of the meaning of physical artifacts, photographs, magic
artifacts, and semi-structured interviews.
Journal Data
Keeping a journal of my own thoughts about my life as a magician, how I learned to be a
magician, the importance of it throughout my life, and narratives on my formative experiences as
a magician were instrumental in this journey. Using Richardson’s standards as a guide, I selected
the journal method as it exemplified the criteria of reflexivity. Reflexivity refers to selfaccountability which is inherently critical for the production of an autoethnography that is
authentic and yet critical (Richardson, 1999). My purpose was to examine the importance of my
experiences of learning magic to my development as a human being. For this study, journal
writing fulfilled three purposes (Janesick, 1999; Lamb, 2013; Slotnick & Janesick, 2011). First,
the journal was used to provide a data set of researcher reflections. This approach “helps to bring
the unconscious into consciousness” (Ortlipp, 2008, p. 698). Previous research has identified the
major contribution of journaling as improved cognitive processing to “bridge the gap between
theory and practice” (Lamb, 2013, p.33). These journal entries are focused on my memories.
This process therefore enabled me to draw conscious connections among factors that facilitate or
hinder my development as a magician and educator, and in terms of impactfulness, I hope that
readers can identify and connect their own stories with my descriptions.
For example, one of my journal entries from last year reflected on this student encounter:
My former student, Trevor, came up to me in the hallway on the way to his bus today and asked,
“Mr. Fenimore, when are you doing the magic club? I cannot wait to start magic lessons with
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you! Please please…I need some fun stuff to do after school instead of sitting on the stupid bus
going home.”
By writing this down, I not only was concerned about the significance of this request, I
was also encouraged by the eagerness of this student to get started. His words indicated several
things might be occurring in his world. Readers of this study, especially educators, may be able
to relate to students who show desire to learn. Such journal entries enabled me to see how my
stories might have impact on other educators.
Using Bronfenbrenner’s model to reflect on this incident from my life, the
interconnections that are found between my role as an educator and magician become focused. In
the context of my day-to-day life as a teacher, I am constantly interacting with children who
make up the mesosystem of my work life. One of the conflicts for me has been how to navigate
my love for magic with the needs of the exosystem which is comprised of the larger social
systems of a public school setting. At the same time that I am considering how best to integrate
magic into the context of my work life, those children see me as part of their mesosystem. I
become a contributor to their own development.
First, I sensed “market demand” for what I had to offer; in other words, my student was
really interested in learning magic. For me, however, what this story illustrates is quite simple.
When I get to incorporate magic into my day to day life, I am a happier, more contented person.
Whether it is a crowd of kids gathered in the hallway stopping to watch a trick or performing a
sequence of magic in our school’s yearly drum show presentation, the participation with magic is
what lights me up. The student who was excited to learn magic shares the same enthusiasm about
magic that I have always had. The proposed magic lessons would come with a small materials
fee, but one that students would encourage their parents to pay for this program. In addition, the
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student was enthusiastic about learning new skills and knowledge in addition to that offered in
the primary everyday curriculum. I also noted his boredom with routine and a need for
stimulation and a creative, expressive outlet in his typical day. Finally, this encounter was
reflective of my own ambivalence about starting a program. This scenario was typical of others I
have had with students who I told that an after-school magic program was in the works, but I
never implemented. By writing this entry, I remind myself of my own internal conflict on how to
integrate magic in the classroom.
All of these factors underscore that there are personal issues from the student and teacher
viewpoints (namely student willingness to participate, excitement and teacher hesitance)
influenced by broader forces (parent ability to pay and teacher questioning of the value of a
program in education that would need school system approval) that may have resulted in a
program that was never implemented within the school setting. Evaluating this journal story
therefore highlights not only the connectivity among socioecological factors on our studentteacher discussion, but also underscores the influential role each has on the resulting outcome
(Bronfenbrenner, 2005).
Second, journal writing was integrated into the research process to refine ideas, beliefs
and responses about the inquiry process itself (Gray, 2010; Murray & Kujundzic, 2005; Stronach
et al., 2013). As a standard for evaluation in autoethnography, journals can connect with the
expression of reality. Previous studies using journals as data sources have argued their value in
recording field note entries to provide context and reactions to research procedures and activities
(Gidman, 2007; Lamb, 2013; Orr & Bennett, 2009). For example, some researchers have kept
journals to document their experiences conducting interviews and focus groups (Bryman &
Cassell, 2006; Cassell, 2005). In one situation, Lamb kept a journal about study design
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procedures for his interviews with male-female couples. With a series of entries on the topic, the
researcher reflected on the value of doing combined interviews in a dyadic manner (Lamb,
2013). She later determined that upon reflection, such a strategy confounded her ability to
explore gender dynamics.
As described above this form of data analyses can be extremely useful in questioning
approaches, assumptions, and overall direction of a study (Nadin & Cassell, 2006). My journal,
therefore, captured not only my own writing, but narrative reflections from my work with my
interviewees and the interaction between us (Cassell, 2005). In this respect, journal writing was
utilized as a way to demonstrate greater precision in describing and explaining my research
processes and experiences with participants (Gidman, 2007).
Third, the journal was used as another prospect for crystallization of data (Richardson,
2000). By using a journal as a data source among others, it offers legitimacy to research and its
related interpretation (Janesick, 1999). As Janesick argued, journal entries are very useful in
ethnographic research as a component of several data sources because they produce unique
“meaning and understanding which are shaped by genre, the narrative form used, and personal
cultural and paradigmatic conventions of the writer” (Janesick, 1999, p. 4). It provided another
angle to evidence the issues impacting on arts education instructional practice in classrooms. The
journal contains writing from my personal life as a magician and as a teacher (Lamb, 2013). In it,
I recorded thoughts, perspectives on specific experiences, and my emotional reactions to
situations and people I have encountered (Ellis & Bochner, 2000).
Assemblage and Interpretation of the Meaning of Physical Artifacts
Artifacts from my own life and the context/time in which I developed as a person were
useful in answering my research questions by providing a snapshot of the cultural context in
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which I lived. Each artifact is of course, personal, allowed me to comment on the personal and
societal forces that shaped my identities as magician and educator, and also served aesthetic
merit. For example, one of the artifacts included is a discarded biography of Harry Houdini that
was given to me by one of my intermediate school teachers. Other artifacts included notes from
peers and teachers written in my school yearbooks acknowledging my interest in magic; my own
writing from my early teens demonstrating my desire to learn the art of magic and newspaper
clippings and headlines connecting my narrative with the cultural times I lived. While
autoethnographies may begin through a personal epiphany or sense of deep interest, my
questions were waiting to be understood through the telling of my own story and its connection
to others. My intent was to choose artifacts that were both emblematic of a pivotal moment in my
life and represent connections to the society at large as I experienced it. These included
photographs, theatre playbills, books, printed magic trick directions, my own writings from
childhood and other texts which were significant in my development. The artifacts are presented
chronologically from the beginnings of my interest in magic to a look towards the future.
Growing up in the 1970s, books were an important outlet for me to learn magic.
Although the internet exists today along with DVDs and streaming videos, etc. those tools did
not exist when I first set out to learn magic. Libraries, bookstores and books became my guide to
learning magic tricks. Given the era I grew up in, I included several covers of those books as
artifacts in my autoethnography. This source of data also complies with Richardson’s aesthetic
criteria for evaluating the merit of scientific work prior to publication as the book images invite
interpretive discussion and meaningful reflection (Richardson, 1999). These books also connect
me to a particular time in our culture, namely the time before the internet.
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I also chose books about Houdini as artifacts for two reasons. One, Houdini was a hero to
me growing up. I read about his many accomplishments and I was hooked. It seemed like he
could do anything with regard to escapes. The stories of his exploits were very exciting reading
for this boy. Secondly, I chose the cover of one Houdini biography that had been given to me by
my sixth grade teacher. Its inclusion as a data source is because it represents the
acknowledgement of my interest in magic by an individual outside of my family and close
friends.
One family member gave me some of his books and a prop or two which I included as
artifacts. Although my family member does not remember giving them to me, I included them as
an example of positive family influence on my burgeoning interest. Included also is the magic
handbook from David Copperfield’s Project Magic program. This artifact represents the
social/network influences that I initiated with my involvement in that therapeutic program. I
include name badges from my two summers’ work presenting “Math Magic” workshops to
teachers. They represent my joy at getting paid to do magic.
A program from a San Diego County library is included in my study to represent more of
my development as a magician and getting paid for it!
Semistructured Interviews
According to Roulston, research interviews can be structured across a range of formats
from very structured, highly controlled formats to interviews which proceed with much looser
controls and guides (Roulston, 2010). Semi-structured interviews allow researchers the use of an
interview guide containing a number of questions. The questions are open-ended allowing
interviewees to elaborate in their own words on topics of interest to the interviewer. Probes can
then be incorporated and “frequently use the participant’s own words to generate questions that
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elicit further description” (Roulston, 2010, p. 13). Conducting interviews and analyzing the
resulting data enabled me to fully understand the individual and collective meaning ascribed to
the artifacts inclusive of the books, photographs, and magic trick images that also were
integrated in the Chapter 4 analyses. In other words, the interviews provided additional
perspective on my own interpretation of how I internalized and why I valued each of these items
as key to unlocking my questions and life dilemma.
The interview guide is a helpful framework from which to structure the questions of the
interview, but listening is also an important element of the interview. An interviewee may
respond in a way that allows for further follow up on relevant topics to the study. At the same
time, a researcher must consider if the interviewee’s responses are providing him/her with
enough useful information for the topic of study. I conducted semi-structured interviews with all
participants.
Prior to beginning the interviews, participants were given the approved informed consent
form that included an explanation of the study, risks and benefits of participation, duration of
participation, and the contact person for the research including the chair of the Georgia State
University IRB and faculty mentor for this project (Seidman, 2012).
Interviews were scheduled at a time and date by phone that was convenient to
participants, as the interviews an essential part of data collection for this study (Chang, 2008;
Ellis & Bochner, 2000; Purcell-Gates, 2011). I developed an interviewer guide that was reviewed
by my committee Chair. The guide included potential probes for several questions to elicit
greater insight on the narratives and understanding of participant perspectives. Interviews were
digitally recorded, and I took notes as needed during the interviews (Kvale & Brinkmann, 2009).
During the course of the interviews, participants’ responses were read back to them by the
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interviewer to ensure correct interpretation of responses (member-checking process) (Charmaz,
2011; Strauss & Corbin, 1997). I transcribed the digital recordings in a verbatim format. It is
important to note that no individual identifiers were linkable to collected data, and no
individually identifiable private information was shared with persons not listed on the study
protocol approved by the Georgia State University Institutional Review Board (IRB).
Interviews with Magicians. I conducted 3 interviews that were 50-60 minutes in duration
with each participant-magician. Magicians were helpful to me in eliciting an understanding of
the social, structural and contextual dimensions that influence arts education (Silverman, 2013).
Additionally, through the interviews I wanted to discern the facilitators and barriers to a
successful career as a magician and to understand the meaning of magic to me in my own life
and to other professional magicians (Appendix A).
Topics covered in the interview included issues related to:
•

Early life experiences and family influences

•

Experiences with mentoring as a developing magician

•

Social, structural, educational and individual level factors in magician development

•

Magic as an art form and its perceived value in society

•

Viability of a career in the arts today
Interviews with Family Members. I conducted 2 interviews that were 20-40 minutes in

duration with each person. These interviews were useful to me in providing perspective outside
of myself from people that knew me very well. From these interviews I wanted to understand
how others saw my pursuit of magic while also examining barriers that may have contributed to
my lack of motivation to pursue magic, despite my passion for the craft (Appendix B). Sample
items included:
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Please tell me what you recall of my life as a magician.



Talk about experiences that you remember that were positive. What made them positive?



Talk about experiences that you remember that were not so positive. What made them not so

positive?

Understanding and Interpretation of Data through Crystallization
Richardson (1999) conceived of a different approach to postmodernist research validity.
Whereas traditional notions of research validity include the concept of triangulation to validate
conclusions, Richardson imagined an image of a crystal from which to look at a topic under
investigation. A crystal can appear differently depending on the viewer’s vantage point.
Richardson wrote that, “crystallization, without losing structure, deconstructs the traditional idea
of validity (we feel how there is no single truth, we see how texts validate themselves), and
crystallization provides us with a deepened, complex, thoroughly partial understanding of the
topic” (Richardson, 2000, pp. 13-14). Demonstrating understanding of a topic can take any
number of forms then. Richardson referred to the variety as “mixed genre productions”which can
allow researchers freedom to explore around topics while “developing our sense of how topic
and self are twin-constructed” (Richardson, 2000, p. 14). Other researchers have found
crystallization to be a strong method of analysis. By analyzing data in this way, they have
presented rigorous research while using an artistic lens (Ellingson, 2014; Richardson, 2000;
Shagoury, 2011).
This study of crystallization has been powerful in my study. Through this method, I was
able to investigate my research questions through an overlapping presentation of artifacts,
personal stories and interviews among other data sources. For example, to evaluate “the multiple
levels of influence that have contributed to my desire to become a magician and professionally
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evolve beyond classroom teaching,” I recall and discuss the significance of my boyhood
experiences, artifacts that I collected, and the exchanges that I had with family (Figure 2). As
Figure 2 depicts, the artifacts are presented in a relational manner that also presents purposely
selected colors in this SmartArt graphic to represent the closeness or the more remoteness of
events within this story. For example, all three pieces of evidence relate closely to the shaping of
my interest in magic and allowed me to understand the substantive contribution that they have
together. However, the different colors also allowed me to see each of the artifacts as having its
own significance.

Press
Recognition
Project
Magic
Experiences
SelfLearning via
Books

Figure 2. Research Question 1 Crystallization
Another example of this analysis can be seen in the following compilation of materials that
assist with crystallization of the question posed in Research Question 2 (i.e., reinvigorating passion
and purpose) (Figure 3). Here I analyze interview data taken from conversations with magicians
and family members. I also discuss the significance of changes within the school system and how
they contributed to my desire to leave the profession. The colors are less closely aligned because
the artifacts and the stories behind them were compartmentalized until I was able to reconnect
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these components and make sense of their interconnected influence on my future direction.

Magician
Interviews
School
Artifact
Family
member
Interview

Figure 3. Research Question 2 Crystallization
Ensuring Ethics and Quality
As Richardson points out, reflexivity is important to crystallization. While telling my
story, I also must consider how my story—when read by others—will also reveal information
about my participants. With this autoethnographic study, I kept records from this study private as
much as the law would allow. All hard copy data were kept in a locked cabinet. The digital
recordings were kept on a secure drive and were password-protected to ensure privacy. In this
dissertation, I used pseudonyms to protect the identity of all participants interviewed as well as
those persons I personally knew and wrote about from my childhood. I did not identify anyone
personally in this document. Data will be maintained following the study completion in secure
cabinets for future study.
As reflected Richardson’s definition of reflexivity, I was committed to writing an
autoethnography which was honest and true to how I saw myself, how events and artifacts
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shaped my desires to be a magician, and events and artifacts that also led to my disillusionment
of my career. As a teacher I reward my students for honesty and I have come to appreciate its
power in my own life. As an artist/magician, I am always seeking truth and honesty. It is the way
I am made, I suppose. Although some might argue that magic is clearly a form of deception, an
artist I think, strives to present something honest and true, at least as perceived by the artist.
Magic, too as an art form must strive for honesty in its performance so that the illusion created is
upheld. If the actions performed in a magic trick do not seem natural and ring true to an
audience, then there is no art. Although the magician only appears to make the ball disappear
from his/her hand, it must look true. In this study, I wanted to be as honest first. Perhaps the best
I can hope for is that by being honest with myself through this process, I may be able to
contribute something of value to others reading this account. I am having to face some painful
realizations about life, and I wanted to believe that change is possible for a person, that we are
capable of making our lives better. While it was not always easy to be honest with myself, and
some of what was revealed through my interviews was painful to hear, honesty was an essential
part of this study’s process. My motivation to conduct this research was to answer questions
about myself.
As discussed previously, autoethnography is characterized by five distinct attributes yet
its validity is often called into question especially by positivists. To proactively address such
criticisms, autoethnographers often overlay additional evaluative criteria onto their studies to
counter any validity concerns. Thus is it useful to highlight the work of Adams, Holman-Jones
and Ellis that presented a quality assessment checklist for autoethnographic projects. They list
four goals for evaluating autoethnography. They are:


Making contributions to knowledge
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Valuing the personal and the experiential



Using stories and storytelling as part of the presentation



Being ethical and responsible to others

Additional approaches have also been advocated to ensure adherence to quality including
the “big-tent” of eight criteria (Tracy, 2010). The eight criteria include the following: 1) having a
worthy topic, 2) displaying rich rigor, 3) sincerity, 4) credibility, 5) resonance, 6) making a
significant contribution, 7) ethical, and 8) having meaningful coherence. Recognizing the key
elements of what characterizes a solid autoethnography with concurrent consideration of these
rigorous benchmarks, I was able to systematically address a meaningful issue, develop insightful
research questions, and gather data and conduct analyses in accordance with these eight criteria
as well. In other words, Tracy’s approach served to reinforce disciplinary standards already
articulated by those professionally engaged in autoethnography as a research practice.
The assessment criteria described by Tracy offer that rich descriptions and explanations
are generously and honestly supplied are part of rigor. Sincerity, through honesty and even
vulnerability are aided by the practice of self-reflexivity. Self-reflexivity encourages the
researcher to be forthcoming about their own strengths and weaknesses. Mapping back to the
five distinctive features of autoethnography, these criteria similarly argue that it is more effective
to show through rich description than tell where the researcher might too easily inject their own
biases into the conversation.
With respect to the issue of addressing a “worthy topic”, Tracy articulates that “good
qualitative research is relevant, timely, significant, interesting or evocative” (Tracy, 2010, p.
840). My topic is certainly both relevant and interesting as it discusses my experiences as a
teacher from the front lines. The reforms facing teachers today, especially those with regard to
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high-stakes testing and teacher accountability measures are timely and present a snapshot of the
teaching experience today.
With regard to the notion of “rich rigor” (Tracy, 2010, p. 841), I have contributed in my
own investigation what she describes as “a rich complexity of abundance” (Tracy, 2010, p. 841)
including multiple data sources (journal entries, artifacts, interviews, narrative) along with
careful and repeated data analysis. In describing my interview processes, I have taken care to
provide my reader with a clear understanding of my interview subjects and why they were
chosen for the study as well as who they are.
In an autoethnographic report such as mine, this element of qualitative research
excellence takes on a unique and naturally suited significance. As this is a self-study, I have
strived from the beginning of this work to be both honest with myself and my own fears and
concerns as these became part of the research process itself. Indeed, such practices underscore
the idea that “sincerity as an end goal can be achieved through self-reflexivity, vulnerability,
honesty, transparency, and data auditing” (Tracy, 2010, p. 841).
Through revision and the support of my committee chair and committee members, I have
continued to be self-reflective and accurate in describing my own beliefs and attitudes. Selfreflexivity is at the heart of an autoethnography and it began for me when I decided to pursue a
study of my own life as a magician and the discontent I feel as a public school teacher. With the
experiences of a lifetime as a magician, and fifteen years of work in education, I was well suited
to the topic. It was indeed the right time for me to examine these issues in my own life and the
autoethnography afforded me that opportunity.
My self-reflexivity did not end of course at the early stages of my research process. They
continued throughout the summer and fall of 2015 when I was granted university IRB approval,
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began to consider who I could interview, conducted interviews, considered and collected artifacts
for inclusion in the study. My interviews added another layer of self-reflexivity as I now had to
consider how my questions and responses were effecting my participants. At times, both with the
magicians I interviewed and family members, this was an emotional experience. I have provided
my commentary on these points in the process, again reiterating my own existence in the
research.
Credibility is another key criteria for excellent qualitative research (Tracy, 2010). She
cites Richardson’s comments on the topic and explains, “that good ethnography expresses a
reality that seems true” that gives “a credible account of a cultural, social, individual or
communal sense of the ‘real’” (Tracy, 2010, p. 842). In my own study, I have attempted to
provide enough description so as to let readers come to their own conclusions about the scenes I
describe (Tracy, 2010). Additionally, I employed “multivocality” (Tracy, 2010, p. 844) to
achieve credibility in inclusion of my interviewees’ voices and opinions in my data analysis as
well as using member checks in the interviews themselves to ensure accuracy of interpretation. I
have achieved a level of “resonance” (Tracy, 2010) by presenting narrative accounts in an
evocative manner that I hoped would be interesting to my reader. I believe I have achieved that.
Ethical quality includes procedural, situational, relational and exiting ethics (Tracy,
2010). In adhering to procedural ethics required by Georgia State University’s Institutional
Review Board (IRB), I gained approval for my informed consent documents, interview guides
and study itself to ensure the privacy and confidentiality of both my interview participants and
others I discuss in the study. I used pseudonyms of all those persons I interviewed and discuss
from my childhood. As I presented my research I was also keeping in mind the use of what
Tracy terms “exiting ethics” (Tracy, 2010). Throughout, the interview process and especially
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after the interviews with family members, I was made acutely aware of how I might present
interview transcripts so as not to hurt myself (emotionally) or others. I was grateful to have the
input of my committee chair to navigate unfamiliar waters. Although what I present may seem
hurtful (to me in one specific example), I did not think it was unjust.
Timeline
I conducted the following activities from June 1, 2015 through April 30, 2016:
6/1/15

6/9/15

7/7/15-

7/21/15

8/4/15-

8/17/15

9/1/15-

1/1/16-

3/1/15-

8/10/1

-

12/31/1

2/28/1

3/31/1

5

8/31/15

5

6

5

7/28/15
↓Task

Weeks
of→

Submit protocol to
IRB/Procure Study
Approval
Locate
artifacts/document
s

-

-

7/20/1

-8/3/15

6/8/15

7/6/15

X

X

Data Collection,
Entry, and
Management
Data Analyses
Writing and Data
Synthesis/Produce
Chapters
Finalize Chapters
with Committee
Members’ Input
Dissertation
Defense and Final
Submission

5

7/27/15

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

X

Adapted from Handwerker, W. P. (2002). Quick ethnography. Walnut Creek, CA: Alta Mira Press. p. 10

Significance of the Study
This qualitative study related my experiences both as a magician and an educator. The
study can make a contribution both as an example of an autoethnography as well as an
examination of one public school teacher’s growing disillusionment with the oppressive
structures created by public school systems today. At the same time, I wanted to explore my
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unmet desire to pursue magic as an occupation. With today’s public schools and teachers under
fire and rapidly responding to change, I needed to consider alternative career options. The
autoethnographic stories I presented in this study “are stories of/about the self told through the
lens of culture” (Adams et al., 2014, p. 1). With reflexivity, the culture I described included my
development as a magician since childhood and my experiences as a public school teacher today.
I described in detail the pressures and growing frustration I had with the teaching profession
while also examining my desire to become a professional magician.
The lessons I learned may provide insights for career path development, particularly on
how to ensure that teachers retain their passion for mentoring others who have artistic passions in
a constantly changing work environment.
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CHAPTER 4:

This chapter provides an overview of the narrative understandings on my lifelong pursuit of
magic and the factors that have contributed to my development as an artist. In addition, I will
present data on barriers that have thwarted my magic ambitions. Additionally, I also found
important pieces through my comprehensive data collection strategies that directly answer the
question on my frustrations experienced as an educator, particularly one with strong creative
desires that have not been ignited in the classroom settings. The data gathered for this study
included 5 interviews, 18 artifacts, and the contents of 2 journals to answer the key study
questions. The findings are presented in a narrative manner to document my separate journeys as
a magician and an educator.
Key Findings: Bronfenbrenner’s theoretical model
Microsystem:”My Brain is the Key that Sets Me Free”: Transforming Ambivalence into
Action
I still have the “discard” copy of Houdini: The Untold Story by Milbourne Christopher
(Figure 4). The book had been given to me by my sixth grade teacher Mrs. Newtonson. Many
pages have come loose from the binding and the original front cover has been replaced by a
piece of cardstock. Why have I kept that book all these years? Perhaps I keep it as a symbol or a
reminder. The image and mythology of Houdini were the earliest memories I had encouraging
my fascination with magic. Houdini is a symbol and this tattered book kept all these many years
is a reminder that someone (Mrs. Newtonson) long ago encouraged me. “Keep going with
magic” was how I interpreted the action of her giving the book to me during my formative years.
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Figure 4. Books on Houdini
As an adolescent, I was fascinated by Houdini. Houdini on Magic was one of the first
books I ever bought from the local bookstore. It was the eyes on the cover of that book that got
me. They were so intense. The mystery and the magic were behind those eyes and the pages of a
book. That is what I wanted to recreate. Maybe it was the sense I had of one man’s power.
“Nothing could hold the great Houdini” was the tagline often seen on his advertising posters.
The police and the courts were no match for him with their manacles, legs irons and jail cells.
The great Houdini could escape from them all. Houdini even to this day represents freedom from
the shackles of life.
What remains fascinating is how our culture still embraces Houdini’s image and name,
almost one hundred years after his death. That really cannot be said for any other name in the
world of magic. Houdini got into our psyches, got into our collective unconscious. We can all
break free from the chains that hold us he seemed to demonstrate. He challenged anyone to lock
him up in handcuffs from which he could not escape. Death was part of the equation too at least
in the minds of the audience. Will Houdini be able to escape from the jaws of death once again?
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As a boy growing up, I wanted to learn how to be like Houdini. My friend Anthony and I
searched the back pages of Boy’s Life magazine to find catalogs and companies which sold the
secrets of Houdini. We could send away for a manual on how to pick locks, escape from
handcuffs or a straitjacket. The image of actor Tony Curtis in the movie “Houdini” beads of
sweat pouring from his face, his eyes fixed intently in front of him as he freed a hand to unbuckle
the back straps of the straitjacket was an image I wanted to recreate. Unlike most demonstrations
of magic tricks where the methods are kept hidden, this kind of “magic” was a demonstration of
skill and strength that an audience could clearly see. To this day, I still value any opportunity to
demonstrate my cognitive ability (often viewed by others as “quick wittedness”) and displays of
my physical dexterity and strength in performing magic acts. In these moments, I too am free, I
am transforming myself.
Yet, despite my fascination with such accomplishments, I often wonder why I am so
“risk-averse” about performing magic and dedicating myself to this pursuit. A smart magician
knows to not take any real risks that could result in injury or death. Am I just convincing myself
that by avoiding such risks as a spouse, father, employee, I am smarter to avoid such challenges?
Or is it that I too am engaging in another form of (self) deception that my self-professed free will
to forego the pursuit of magic has, in actuality, placed a stranglehold on my mind?
And yet I see reminders in our culture that holding such mental ambivalence is an
acceptable norm. When I look to Houdini, Evil Knievel, the great Wallendas, even Phillipe Petit,
the “Man on Wire” who seemingly overcome impossible human challenges, what was it about
these people that made me harbor a secret yearning to also be in the same vein? It comes back to
the symbolism represented in Figure 4 (“Houdini on Magic”) – the book held a trove of insider
wisdom about escape strategies, stunt performance, and even the creation of the Houdini “brand”
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derived from his philosophy of magic. To emulate Houdini would mean that I must deal with
deeply ingrained ambivalence about acceptable life pursuit risk-taking and yet, at the same time,
forge a unique creative and professional identity that is also highly valued in our society. This
artifact thus represents my (hidden) power to transform my life, if only to reconcile the
ambivalence I have faced about taking a personal-professional risk to assert my creative nature.
At the individual level, I presented artifacts which revealed my passion for magic and
risk-taking magicians (Houdini) at an early age, but also revealed my own ambivalence in taking
risks as a career magician. Bronfenbrenner’s conceptual model describes the individual level to
include factors affecting behavior such as personal characteristics, beliefs, feelings, perceptions
and attitudes (Bronfenbrenner, 1997).
Microsystem: Creating Magic: The Path through Books
Finding books on magic from the public library at the age of ten or eleven was a
revelation for me and started my love of libraries. I would check out the same books over and
over again. Titles included Joseph Leeming’s Fun with Magic and More Fun with Magic, The
Illustrated History of Magic by Milbourne Christopher and Bill Severn’s Magic across the
Table. It did not matter. As I carried the books out to my mother’s car (someone had to drive
me), I felt like those books were a part of me. They held the secrets to magic tricks I was going
to get to perform or stories of magicians who lived in Europe or performed in Africa or China.
These were the great adventurers of my youth. Even though the books were borrowed, somehow
they connected to the very core of myself. As I held them, I held myself. Every city or country I
would later visit became an opportunity to mine for treasure in the form of a magic book I had
not seen before at a public library.
I was 11 or 12 when I brought one of those library books home and proceeded to hand
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copy the directions verbatim from the book for a magic trick. In those early days, I did not have
my own money to buy tricks from magic shops, so I found ones I liked in books and made
instruction sheets of my own (Figure 5). As I was constantly reading and rereading these books
on magic, this became my preferred style of learning. As shown in Figure 5, I learned how to
perform the secrets of magic from books by reworking other magician’s words into my own
performance instructions.
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Figure 5. Personal Instructions on Magic Trick

In the early to mid-1970s, video and DVD instruction had not yet come into existence
and thus, I relied on my own abilities to interpret very complex directions and independently
learned to implement these in a manner that made unique sense to me. I was always in my own
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world thinking of new ideas and new ways to bring the page instructions on magic to a different
performance level. Thus I became highly adept in learning and recreating effects from solely the
written word. Yet, this did not mean that I was not also influenced by and learned from watching
the performances of other magicians I saw on television or in person. These performances, when
viewed, often infused me with energy to go back and reread how to do the very same tricks.
In the 1970s and 1980s, Boys’ Life magazine featured magician-author Bill Severn who
wrote many books on magic for young people, some of which were available at my local library
in Los Angeles. I liked that the tricks were explained simply and illustrated making the
descriptions of them easy to follow. If there was sleight of hand to learn, it was not particularly
difficult for me to master. I do not recall how I first discovered Boys’ Life magazine. It may have
been on a trip to the supermarket with my mother, a visit to my school library or through my
time spent as a Cub Scout. I did not pay much attention to the rest of the magazine unless there
was a feature article on a magician which happened once. Of course, I saved that article (Figure
6).
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Figure 6. Boys’ Life Magic Column
What I gravitated to each time I got my hands on a copy of the magazine was Bill
Severn’s magic column. Like the example shown above, the tricks would always incorporate
props I did have or could easily obtain from my house. I was able to teach myself how to be a
magician! I did not find it necessary to have another person teach me nor did I feel the need to
purchase a bunch of fancy magician props in order to perform. Most often the trick described in
the magazine each month would be one I thought would work in front of an audience. In other
words, I tended to choose tricks that looked like magic and contained some kind of surprise
factor. The trick shown here (above) fits those requirements. 3 coins are dropped into a paper cup
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and held in one hand. The coins disappear from that cup and travel to the other hand that has
been holding an empty cup.
The back of Boys’ Life magazine also listed magic supply companies and tricks for sale
each month in another regular column. I would discover an advertisement for a magic company’s
printed catalog of magic tricks, and subsequently enclose one or two dollars in a stamped
envelope my mother gave me, drop it in the mailbox, and wait. How exciting it was to receive a
catalog of magic addressed to me. From those catalogs I began to purchase magic tricks that I
would use in my first paid performances.
To pay for magic tricks, I earned money from a number of jobs as well as receiving a
small weekly allowance at home. The idea of purchasing magic items motivated me to do
anything I could to keep earning income, often resulting in holding several jobs at once. My high
school sponsored the Youth Employment Service (YES) where I booked odd jobs such as
weeding local yards or performing general yard cleanup for neighbors. I also worked as a
catering assistant with a local catering company on the weekends. In addition, one of my
neighbors paid me to drive their children to school every day in my father’s station wagon on my
way to high school. Later I held jobs in restaurants and the local theme park (where a strolling
magician performed on the grounds). I saved the dollars I earned from these jobs to buy magic
tricks and later, a trip to the Society of American Magician’s annual convention (SAM) held in
Los Angeles. Thus, at age 17, I drove myself into downtown Los Angeles and Pasadena to attend
the events of the convention. I was alone because my only other friend in magic, Anthony got
tired of it and ended up selling me some of his books. I thus attended many events on my own.
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The SAM annual magician convention took place over several days; every night of the
convention there was a stage show of performances. An attendee of the convention would have
the same reserved seat in the theatre each night for the shows. At the first one I attended, I was
thrilled to find out that I would be sitting next to one of my heroes, John Booth. For magicians,
John Booth was a living legend and quite prolific as an author in magic. His column appeared for
years in The Linking Ring, the journal of the International Brotherhood of Magicians, and he had
written a number of books. Two of his books, Marvels of Mystery and Forging Ahead in Magic
had influenced another performer I admired, Doug Henning. When the Supreme Magic
Company based in England published the two books in one hardbound volume, I splurged for the
high price and purchased my own copy at age 16. At the convention, I asked Mr. Booth to sign
my copy for my growing library of resources.
Books, and the learning derived from reading and reinterpretation of the written word,
were the most natural way to study the craft of magic. With a collection of hundreds of books,
manuscripts, journals, and other written items amassed on magic that I collected over decades,
this personal library is now a nearly complete global repository of centuries of information on
various magic topics. My library is a source of pride to me that is housed in my own room that
was uniquely constructed for my magic endeavors. Thus, I have a physical space I created when
we built my residence that enables me to continue to read, learn, and practice in my own quiet,
“safe” space created exclusively for my pursuit of magic. Having such resources is ideal for any
artist to work. Yet, often much of what goes on behind these doors does not result in public
performance.
I grew up in a family that valued books and learning and intellectual conversation. Trips
to the library were very much a routine in my house. My family members made regular trips
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there to return to the house with books. Books were a kind of treasure that were an acceptable
form in my family in which to pursue a passion. Book learning was an acceptable family norm.
Situating the pursuit of magic in the form of reading was also within the bounds of acceptable
behavior in my family. If I was reading a book, then I was pleasing my parents who may have
been less than happy themselves in their own lives. Looking back now, I saw the perfectionist
tendencies and fear that were part of the culture of my family and which became part of me. I
was almost unaware of it. A family member who participated in drama activities could not wait
for the experiences to be over. There was fear and dread associated with public performance.
Perhaps I inherited some of that same fear and dread about public performance. On some level,
magic book learning may have seemed safer to me than putting myself out there in performance.
I feared rejection and failure.
For this study, I have gathered evidence of lifelong learning in magic with artifacts from
my childhood. The narratives I gathered reflected on the role of libraries and “by-the-book” type
of learning magic. Artifacts presented in this study include hand written instructions from a
public library book on magic and a monthly column on magic from Boy’s Life magazine.
Inclusion of these artifacts demonstrates how committed I was to learning how to become a
magician by studying written texts. Although the mechanics of tricks were described in these
texts, magic was also an art form that was open to interpretation. The style and manner in which
I performed a trick might be different from anyone else copying the same steps in the method
(Eisner & Day, 2004a). I did not rely on anyone else to help me to learn to become a magician.
Access to books on magic was the only way I knew to learn the craft. I had one other
childhood friend who outgrew his interest by the time we hit high school and all of the magic
clubs I knew were too far away for a kid to travel. Besides, I was not yet old enough to join those
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clubs. Learning magic from these books became the foundation of the shows I began to put on in
my community. The only other role models I had were the magicians I saw on television or
occasionally in person. It was enough for me to know that I had found something I could truly
love. The vehicles for that passion came in the form of books and that continues today.
Microsystem: Reconciling Ambivalence via Disruptive Events
The pursuit of magic has been an inconsistent, circuitous journey of which I have made
little progress making it a professional commitment. Reconciling childhood messages from my
parents of which they consistently asserted that “it is a nice hobby” with my inherent desire to
follow my passion for the work has resulted in numerous starts and stops over decades. While I
have an “artist’s space” in my home containing a treasure trove of books and illusions, have paid
marketing and brand managers to create my “brand identity” and advertising strategy, and
garnered all physical, personal resources that can possibly be attained, I remain psychologically
conflicted and burdened by questions of “what if?” At the forefront of my thinking has been the
consequences my adult decisions may have on those I love and my life course. An interview
with a family member resulted in this probing narrative on the nature of my ambivalence:
I’ve often wondered why you never showed us tricks…why you stay behind closed doors
and refuse to bring your work out into the public. When people ask you at dinner parties
to ‘hey, show us some magic,’ you tend to cringe or say ‘I don’t have anything on me’….I
mean, what’s going on here? Aren’t your supposed to be showing people what you do?
Why are you so hesitant to put yourself out there? What’s your glitch? Because it’s kinda
getting old hearing the same excuses on why you won’t just do it especially as you are
more than equipped and supported to take this on…I just don’t get it and neither does
anyone who really knows you. What are you waiting for? Something or someone to force
you to make a choice? Because I don’t think that’s going to happen…you need to control
your own destiny and stop letting life…and uh, events, and stupid responsibilities you
think you should have, lead you along an unfulfilling path.
These insights really resonated with me as what she said highlights not only the effect that my
decisions are having on me but how my long-held ambivalence has affected relationships with
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other people. Moreover, this information she offered underscores another issue – that of wanting
an external queue to action to justify the reason to professionally pursue magic. What is
concerning about this upon reflection is that is exactly what I would love to happen – something
catastrophic - that forces a choice in life direction. Why can I not seem to reconcile my ability to
do so much on my own (as demonstrated by my ability to learn, build a magic “warehouse” of
resources, and gather supportive professionals to create my “brand identity”) with a need to have
a “life event” catalyze my decision-making? This struggle, I learned, may not be unique but
awareness of personal and perceived societal expectations about men and occupational choices
may hold clues on how to better manage this inherent, ongoing self-conflict.
My interviews yielded interesting insights on how other professional male magicians
reconciled their personal challenges to forge ahead with careers in the entertainment industry.
One of the most informative discussions I had with one of my magician interviewees revealed
how life disruption transformed similarly held occupational worldviews into creative impetus in
the life of a thriving magician. Like myself, one of my interviewees had loved magic from an
early age, but never as a full-time pursuit. He had gone to college, gotten married and started a
career in a different field. He performed magic for others, but not as an occupation. At his stage
in life with early career growth possibilities and a family, magic was a nice hobby he did at
parties. It was not something to be considered as a career. He offered his story:
I never anticipated becoming a magician at that stage…I performed casually…and
then about five or six years ago, I was actually laid off. From my job. And my
lovely and adoring wife said ‘all you do is talk about magic, all you do is think
about magic (which is true)…eh you should try it, you should try doing it full time.
We’ll give it a couple of years and see how it goes’…and I’ve been able to make it
a full time career.
His story lent validation to my thoughts about the origins of such conflicts for many
pursuing artistic endeavors. It even converged with other pieces of evidence that I gathered in
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this autoethnographic process. For example, the meaning of the Houdini books in my life –
although magicians (and our culture) appreciate the need for risk-taking and the surprises it may
yield, humans can also fear the unknowns it presents and the very real threat to our known way
of life.
Yet, in speaking with this man, I came to understand that he represents the modern
American pioneer in his spirit and approach to making a living. He was forced to go out onto the
frontier and venture into the unknown. He was a man who similarly dabbled in magic as a
“hobby” for years. He also was responsible with a wife, career, and mortgage on his house. He
continued along with his daily pursuits with an outlook that he described as “not unhappy” but
yet he similarly held a creative yearning to perform regularly and make a living doing magic, yet
held back on this commitment.
This scenario would have continued had it not been for the life-altering situation he faced
with a sudden job loss. He was thus forced to make a decision on his direction and thus break the
deadlock between an acceptable existence versus that which was more creatively fulfilling yet
perhaps more challenging, at least in the initial years. He too was faced with questions of “what
if” and “what might” result to his marriage and his financial status by the life choices he had to
make. Yet, in this situation, he had to take a calculated risk between the corporate and creative
worlds. Thus, “disruption” seemed to offer a favorable exit strategy both personally and for
others supporting him. In the end, his choice was easily made as he also described how he
decided to perform magic for corporate events, thus resolving the conflict by forging a new
identity as “corporate magician.” He concluded our interview with this insight on my own
dilemma:
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So I am really excited for you…so the thought I had for you was, and you may already be
thinking in this direction, but how can you combine education and magic? And I don’t
think its magic in the classroom. But how can you (pause), with a PhD and this lifetime of
magic (pause), combine the two in a product that would not only fulfill you as an
entertainer but that there is a market for?
Thus, social and network influences contained within the mesosystem may shed important
insight on how to leverage this question posed to me by my interviewee (Bronfrenbrenner,
1997). By examining factors contributing to my occupational trajectory at this level, new
evidence emerges on how to “combine education and magic” in a viable professional capacity.
Of all the interviews I conducted, this magician’s interview most resonated with me. I believe
that his situation mirrors my own and that his sense of self-efficacy was strongly aided by the
family support he had around him. I am lucky in that I believe I have similar family support now.
Although my family growing up was not able to support me more in developing my magician
aspirations, my current microsystem fills me with hope for the future. Bronfenbrenner’s
ecological systems model explains that each level affects the individual’s development in a
different way (Onwuegbuzie, Collins, & Frels, 2013). At the microsystem level which accounts
for an individual’s immediate environment, interactions among family members help to either
support or degrade the person’s growth. This interview made me feel very encouraged and
excited about my own possibilities again. Here was a magician who seemed a kindred spirit to
me. In addition, it made me feel good that he actually was thinking about me and the interview
was about him! One of my research questions asks how I can reignite passion and purpose into
my life and this interview produced the feelings I associate with passion and purpose. I was
excited about the future.
At the microsystem level of Bronfenbrenner’s ecological systems model, a child’s
development is influenced by his/her direct environment and those in that environment in which
the child interacts. The home, friends, church, school and playground all contribute to the
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developing child’s sense of self in the world. As I explain in the study, I was ambivalent about
committing myself to a career as a magician. The messages I received as a young person from
my parents was that it was a nice hobby, but not a profession that a responsible person would
undertake. The messages that parents give their children can sometimes be hard to shake. The
message I received about a career path was one that related to responsibility and respectability.
Responsible men hold respectable jobs to meet their family responsibilities.
Metheny and McWhirter argue that parental support is a primary variable contributing to
a young adult’s sense of self-efficacy in making career decisions (Metheny & McWhirter, 2013).
While I describe having many resources as an adult to pursue magic, the people closest to me
know I am conflicted. At the same time, as my interviews reveal, there is some frustration with
me expressed by family members who live with me. I have talked about magic for decades and
when my teaching job became particularly bleak and unsatisfying, I would talk about my love of
magic. I would say something to the effect of this is what I am meant to do (magic). But I have
not been able to fully commit to it and have been told that I make excuses about reasons why I
can not make it happen. I could convince myself that I was contributing to my family, keeping a
job, helping with the kids, etc. But I think what I really was afraid. Why would I be afraid of
something I love so much? But I had fear. The interview I conducted with a family member
revealed the ambivalence in no uncertain terms by someone I love who does want me to be
happy, but is aggravated by what she views as my uncertainty. I am not a person who thinks
blame does any good to improve situations, but I think the influence of my microsystem affected
me greatly. Any child is influenced by their parent either positively or negatively. While my
parents tried their best, they may not have been equipped to steer me towards the kinds of
experiences that would have been of benefit to me. Perhaps they just did not know how. As I
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entered college, a major of Marketing was chosen for me by my parents. I think they thought it
would be a safe and practical route to take. A career in business was of course, what my father’s
occupation was at the time. My parents provided instrumental support for college in the form of
paying for my tuition. They would pay for my college expenses and later when I switched majors
to English. But support for magic lessons or other experiences in magic were not considered in
childhood, adolescence, or beyond. Bronfenbrenner’s ecological model specifies the importance
of multiple levels of factors on a child’s development. The interactions that I had with my
parents were more critical than I like to think.
One Halloween night in California when I was about 14 or 15 years old, I was answering
the door for trick or treaters and giving out candy. I think the trick or treaters were nearly
finished roaming the neighborhood when I walked into the kitchen for some unknown reason and
opened a drawer. There I saw a small handgun which I had never seen before. I do not recall if I
ever saw a real gun. But this gun was very real. One of my parents, I do not recall which closed
the drawer immediately. Maybe I asked a question or two about why that gun was there. What I
do remember is my father saying he was not afraid of anything. He wanted me to know that he
was not afraid of anything just because he had a gun. That never crossed my mind. I later thought
how sad that we had to have a gun ready for some such Halloween mayhem. I still love
Halloween though. It is one of my favorite holidays. Houdini died on Halloween. My father gave
me a silver dollar dated 1926, the year of Houdini’s death.
At the microsystem level, I believe my parents projected a lot of messages that life was to
be feared and I unfortunately soaked them up. Another family member 3 (not an interviewee)
suggested to me that he thought my father was afraid of life. These environmental influences are
not without influence on the developing life of a child.
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Microsystem: Family, Friends, and Peer Influences
Social support is critical to the achievement of personal and professional satisfaction.
Several studies have detailed that having a high level of social support promotes childhood and
adult emotional growth as well (Guay, Ratelle, Senécal, Larose, & Deschênes, 2006; Lent,
Brown, & Hackett, 2000). A lack of social support is also associated with career indecision
(Guay et al., 2006). Support comes in many forms including that which is intangible and that
which is concrete in nature. Many studies have generated evidence that emotional and tangible
support are essential for occupational decision-making; whereas, negative social support (defined
as that which functions to deter or thwart behaviors including decision-making) can operate as a
strong functional barrier to career progress (Fenlason & Beehr, 1994).
Gathering evidence and interviews that explored this dimension yielded important
insights on how this level of influence has contributed to my decision-making related to the
pursuit of magic as an occupation. My family member 2 was certainly an influence on my
becoming interested in magic. He performed himself and was the person closest to me to have an
effect on my desire to pursue magic. As the artifacts presented in this study show, the items I
acquired from his collection hold special value to me because of their significance at the Social
Networks/Social Influences level. By giving me these items, it was a show of support by
someone closest to me in my formative years. I was very excited to include an interview with
this family member as part of my data collection process.
As I explain however, I did not receive the responses anticipated by posing the same
questions to my family member as others interviewed in this study. Instead, my family member
gave short clipped answers and explanations that he could not remember significant life events.
This disappointing interview result may be more evidence as to the lack of family support I felt
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growing up, and unfortunately continues to this day. While my immediate family today is
supportive of my magic career aspirations, the family I grew up with seemed ill-equipped to
offer the kinds of support a young person needs to dare to pursue a nontraditional career path.
Microsystem: Early Familial Support: Enabling the Young Magician
As is often the case in interviews of magicians, in my own data collection process, some
of my interviewees also asked how I got started in magic. I mention my oldest family member 2
and his closet of magic tricks that he kept in his room. It was a secret place that he had and I
wanted one of my own. I also watched my family member 2 perform a “Houdini escape” from a
straightjacket. A straightjacket is a restraint that was used on prisoners and mental patients
wherein the person slips their arms through long sleeves which are then fastened behind the
person’s back rendering the use of their arms virtually impossible. Houdini’s claim to fame was
his ability to escape from any and all kinds of restraints. One of the most iconic images I
associate with him are the photographs taken of Houdini hanging upside down and suspended
from a rope while trying to wriggle out of a straitjacket while a crowd in the street looked up
overhead. It looked difficult to do and I remember him taking off his glasses before thrashing
around to try and extricate himself from the restraint.
From my journal for this dissertation I logged this entry:
I called my family member for an interview for my dissertation on Thursday. He said
“yes” but then when I asked him what day and time was best for it, he did not give me
much to work with. It became a scheduling nightmare…it seemed that he was dodging
my every effort to do it. I was ready to drop the request, but he came through with a
workable option for a Tuesday morning. I called him on his number and he answered
saying, ‘call me back on another family member’s line.’ He was visiting another family
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member at her house. When I finally got him on the phone for the interview and started
asking about the Houdini escape, he did not recall much of that experience…only that it
was a fake straightjacket. In fact, when I asked him about some of the magic he
performed, he stated he did not really recall much about it. I found this very odd as he
also stated he was doing the interview at my other family member’s house, of which she
was in near proximity the whole time. Consequently, he was very clipped in his responses
to each of my questions posed to him. He did not seem to be very forthcoming or eager to
help me…there was no joy in the recollection of our days doing magic. His experiences in
magic were certainly decades ago and seemingly hard to recall. I guess I was hoping for
more enthusiasm in recalling an interest we both shared at one time. It was not to be. I
asked him if anyone encouraged him in magic and the response was ‘nope, no.’ Then I
asked if anyone discouraged him. He responded with a drawn out ‘mmmmmmm, no, not
really.’ I asked if he wondered about my interest in magic, why I still have it after all
these years, anything like that? His response was ‘not really’ and then a short laugh. I had
hoped for more. I was excited with the possibility of finding out more of discovering
what fueled my passion from my own family member. I thought I would gain information
from him that I did not know before. When I asked him ‘what happened to all of the
props that he had?’ his response was again ‘I don’t recall.’ In fact, I know that he sold
them to a magician that I later took a series of magic lessons with during early
adolescence. It was as if he had blocked all of those memories.
I explained his influence relating the story of the newspaper article done on me. I had
wanted a cool box of tricks just like my older family member. “You influenced me at that
time”, I said. His response: ‘ok.’ I was very disappointed in his responses as he was
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reluctant to speak and not forthcoming with his typical stories. I simply was not
emotionally prepared for his obvious rebuff.
The conversation included this narrative:
Interviewer: Do you remember why you got started in magic? What was it about magic
that you liked?
Family Member 2: “I don’t know. I honestly can’t answer that. I thought it was
interesting at the time, at that age.
Interviewer: Do you recall why you stopped doing magic?
Family Member 2: I think I probably just started to lose interest in it.
Interviewer: You lost interest in it?
Family Member 2: uh huh.
Interviewer: Did you ever consider it as a career possibility?
Family Member 2: Not seriously.
Interviewer: The cape that you had I’ve since let my daughter use for a school function.
She went to school dressed as a magician. It’s still in perfect condition. It’s not even torn
at all. It’s held up really well after all these years.
Family Member 2: ok
Interviewer: Was there anyone who encouraged you in terms of magic?
Family Member 2: Nope, nope
Interviewer: No one did?
Family Member 2: [none]
Interviewer: Did anyone discourage you?
Family Member 2: (long)mmmm. Not not really.
Interviewer: Just something that you outgrew?
Family Member 2: I suppose. Or just lost interest in. Not necessarily outgrew…
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I remembered thinking this is what might be the equivalent of a ‘hostile witness’ in court –
someone who just does not want to talk or offer any narrative for the purpose of uncovering
some semblance of truth in the situation.
Of course it was many years ago, but I remember so much like it was just yesterday.
Interestingly, when I asked my family member 2 his reasons for getting out of magic, he
explained that it was because he “lost interest.” My family member 2 gave up magic, but I still
have a few items that he gave to me from his collection including a cape that he wore in his own
magic shows. That cape has been used by my daughter to dress up as a magician herself. The
items I was given hold a special significance to me because they are a connection to support I felt
from a close family member. I will always treasure these items and would never think of selling
them or giving them away.

Figure 7. Family Member 2’s Magic Items
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Years later, family member 2 and I had several phone conversations about the influence
our mother had on our developing magic as a career. He mentioned the message he received
from her about how unrealistic it was to consider magic as a career. I received the same
message. Magic was often described as “a nice hobby” but not a real job. A real job was working
in the insurance industry like my father did. A real job is one where you can meet the
responsibilities of your family. That was the message I got growing up. It is the same message I
receive today from my mother whenever I bring up the notion that magic can be a career. Any
conversations about magic that I have with my mother invariably end with some comment about
how it is a nice hobby, but nothing more.
Microsystem: Parental Influences
Growing up in Southern California in the mid-1970s, I was made aware of an annual
magic show called “It’s Magic.” At that time, this magic show was produced by members of The
Magic Castle in Hollywood. Magic was experiencing great popularity in the mid-1970s and the
Magic Castle was a part of that popularity. The Magic Castle was considered an exclusive club
that catered to celebrities and the wealthy. Most top performers appeared at the Magic Castle so
it was a significant meeting place for the professional magician (Figure 8).
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Figure 8. “It’s Magic” Program
Every year the “It’s Magic” event would be held in a theatre in Los Angeles where
audiences experienced some of the best magic acts around at that time. One year my father went
with me to the show. This was a big deal for me as a child, as any time my father took the time to
participate in activities that interested me, they mattered even more. Perhaps it held special
significance because it did not happen very often. In fact, I only recall one time my father
attended a magic show with me. In this instance, I therefore recalled feeling quite special
attending the event with my father. I recall wishing that we had more chances to do things like
that together, but it did not work out that way.
This program artifact recalls the feelings I had that my parents probably did the very best
they could, given what they knew of parenting approaches and the fact that I was one of five
children in the household. Each of my parents, however, were only children themselves.
Attending this program with my father was an isolated event in my life as my father worked
incessantly, and my mother was occupied with a busy social life of church functions, community
theatre pursuits (acting/directing), and volunteer work with the American Association of
University Women (AAUW). In contrast to the passion I displayed for magic, none of my family
members ever demonstrated a similar eagerness to pursue similar activities. Thus, attending “It’s
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Magic” reflected not only my individuality and unique creative interest in this highly specialized
field, but it also gave me a singular chance to forge an emotional bond with my father and garner
his support for my passion. In the end, there were less than a handful of such experiences with
either of my parents, as any opportunity to attend similar events were met with narratives of
calendar conflicts, logistical challenges, or other reasons not to join me in the enjoyment of the
performances and meet-and-greets with magicians.
Other evidence of early family support includes program artifacts taken from a handful of
experiences I shared with my father. Although my narrative describes events relating to magic
that I shared with my father, they were very few in number. My parents either did not know how
to encourage my involvement with magic or were just too busy. I often wonder if the fact that
both my parents were only children had anything to do with explaining their parenting style. My
father commuted to downtown Los Angeles and later Thousand Oaks each day. This was a two
hour roundtrip commute during the work week. The fact that my parents had five children and
my mother was saddled with all childcare responsibility, primarily for her four sons probably left
her feeling drained. In addition, I suspected that the caretaking responsibilities that my mother
was saddled with left her bored as she also harbored a passion for acting and directing in local
theatre productions. Added to these challenges, she was involved as a leader in the community,
serving as President of the American Association of University Women (AAUW), head of the
liturgy committee at church and spearheaded the productions at the Norris Community Theatre
where we lived. Thus, she channeled her own energies into a myriad of civic activities, church
related responsibilities, and of course, directing and often starring in her own theatre productions.
In fact, my mother was voted “South Bay Woman of the Year” one year. Despite her consistent
accomplishments, I experienced and continue to see how she was riddled with preperformance
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anxiety. When asked about how she was feeling about a production late in the rehearsal stage,
she would often respond that she would be glad when it was over.
With respect to my father, he had an upbringing that I grew curious about as I got old
enough to ask questions. He would not talk about his father, but anything he did say was not very
positive or revealing. If he was such a good guy, my father would explain to whoever was
listening at the time, then why did his mother divorce him? I was always listening trying to
understand what made my father the way he was. I knew my father was highly intelligent whose
parents were not educated. He wanted to be a doctor, but went to law school instead. From my
conversations with my mother, I knew he was deeply frustrated by his lack of family resources.
His parents also did not know how to help him and they did not have the means.
I moved with my family to California from Kansas in the middle of my fourth grade year.
I was devastated having to leave a place where I had all my friends and the comforts of
familiarity. But as was the pattern for several years of my early childhood, my father moved
around the country into ever more lucrative positions as an insurance industry executive.
California was a huge change to a boy from the Midwest, but I learned to really love the place. I
was very fortunate to grow up there and will forever be grateful to my father for the experience.
My father’s job unfortunately, disappeared almost from the moment he moved his entire family
out west. Suddenly, he was unemployed for almost a year with a family of seven to provide for.
My parents never told us (or at least my young self never knew). They kept it all a secret from
us, I found out much later. My parents did not want the children to worry. This, I believe, was
emblematic of their parenting style. We did not have discussions about difficult or emotional
issues.
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At some point in California, I became aware of my father’s drinking. I was keenly aware
of the way he drank. I would describe my father as a high functioning alcoholic. He would not
drink until the weekend. My mother would buy the bottle of vodka that he would start drinking
straight Friday night and have mostly finished by Saturday night. It affected me, no doubt. It was
not social drinking, by any means. It was strict self medicating. I remember watching television
and hearing him come down the stairs, open the door of the bar, drink a shot, close the door and
walk back upstairs.
He was troubled by life, I know. My mother said once that all he wanted was some peace.
He did not like people. More than once, I heard my father say, “People are no damn good”. I
wondered if this world view was formed out of his work in the insurance industry. He even said
the insurance companies were no good. It was a brutal and dark message about life that a
sensitive boy like me took hard. After all, it was my father delivering the message. I took a lot of
that to heart.
My father cared a great deal for his family. He took care of all of us including his mother
when she got too old to care for herself. He was the best provider a kid could have. I was never
without food and home and the comforts of routine that I later realized were so important to a
kid’s sense of security. He died in 2011. I miss him very much.
Microsystem: Immediate Family Emotional Support
In February 2013, I celebrated a milestone birthday. My family member decided to
surprise me with a planned magic-themed getaway to Las Vegas. I learned that she planned this
long weekend adventure for months in advance. She arranged personal time off with my
principal and also coordinated with her family to watch our children for several days. Moreover,
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she contacted all of the major Las Vegas magicians and their managers in advance of the trip to
arrange to have a signed memento from them sent to our hotel as birthday greetings (Figure 9).

Figure 9. Las Vegas Birthday Greetings
As we approached the Atlanta airport, I became suspicious of her intention to take me out
to dinner for Valentine’s Day. Instead as we made our way through security and toward the gate
area, I learned that we were headed to Las Vegas. She explained her thinking to me in our
interview:
I knew that I was going to do that for you for some time (plan a magic birthday). For me,
I knew that it would mean so much to you to have the second half of your life focus on
magic. The only way to demonstrate how much I could encourage you to pursue magic
was by jetting you directly into the scene. By reaching out to people like David
Copperfield, Mike Hammer, Penn & Teller and others…I mean, I just knew that having
them welcome you to Vegas was like saying ‘hey, welcome back buddy’…And to spend
days seeing magic shows and being part of it all again, it was the best wake up call I
could have given you…in the most positive, supportive manner I could think
of…hopefully that’s what love means…pushing you toward your goals, even when you
think it’s no longer possible. It was like my way of saying, ‘the world’s waiting for you.’

The profound effect this grand gesture had on me still endures. I think about that trip often as it
was in fact one of, if not the, best birthdays I can ever recall. We spent that whole weekend going
from magic show to magic show and I enjoyed every minute of the experience. I also had the
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chance to meet with Penn and Teller and Mike Hammer after their shows. The support of my
family is important to me. By being at these magic shows and meeting with performers after
their performances, it was a strong show of support by people closest to me that helped me to
realize again that it is possible to go after my dreams. My loved ones were saying go for it. These
experiences reignited my passion for magic by providing me with a renewed sense of community
and purpose. My family member who continues to believe in me orchestrated the whole trip
including arranging for caretakers to stay with my children while we were in Las Vegas for four
days.
Coming back from that weekend of magic, I knew that I had the full support of my family
member and immediate family to pursue magic however I wanted to do it. Yet, despite the full
range of support I felt, I couldn’t help to think about whether Atlanta was the right place to
restart my journey and how I could make a living professionally with magic as a centerpiece of
activity. I started to wonder if I needed to consider other areas of the country that might be more
practical to restart a magic business. Was the market here in Atlanta or Orlando or Los Angeles?
Broader influences, such as those at the community and societal levels, would provide important
evidence on signals I received about the feasibility and sustainability of such a pursuit.
Mesosystem: Programmatic Support: Adolescent/Early Adulthood Social Support Experiences
Project Magic was a program that was started by magician David Copperfield in the
1980s to teach magic tricks to patients rehabilitating in hospitals. Magic tricks were used as a
form of occupational and physical therapy in which patients learned to use their hands and arms
to improve manual dexterity and it provided the opportunity for patients to improve cognitive
thinking ability by working through each trick in logical steps (Figure 10).
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Figure 10. Project Magic Handbook.
When I learned of the program, I immediately signed up to volunteer at Daniel Freeman
Hospital in Inglewood, California where the program originated. That hospital was located about
40 minutes from our house, but no one in my family ever offered to come with me. I do not
recall if I ever asked any of my family members to accompany me. I do not recall any comments
from my family about my involvement in the program. In other words, I have no clear memory
that my family had any opinion about my interest in the program. I do not recall what it was that
drew me initially to be part of Project Magic, but I had a sense that it was important to be
involved. In addition, no one close to me had an experience with this or similar programs
operating in Los Angeles. Thus, as an adolescent, I lacked opportunity to engage with the magic
community or begin taking lessons from working and well-known magicians operating out of the
Magic Castle and other entertainment venues.
Thus, Project Magic afforded me an entrée to the world of magic where I could practice
my skills, work with an “audience,” and, on a regular basis, perform. At that time (in the 1980s),
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you did not get much bigger in the world of magic than David Copperfield. As a volunteer in his
program, I also had not yet met David Copperfield although I met him later at his shows. Instead,
I did meet people who worked with him. This fortunately resulted in many more conversations
and experiences to learn with his staff. Having feedback from the Copperfield team was
incredibly valuable to me and resulted in encouragement to keep practicing, refining, and
performing. Considering Bronfenbrenner’s Ecological Systems Theory, this experience provided
me with social support at the social/network level. The combination of environmental and
psychological influences of being involved in a celebrity magician’s therapeutic program was
exciting for this adolescent magician. There were multiple influences on my desire to be a
magician and the support of peers in the Project Magic program boosted my confidence while
allowing me to feel a part of the community of magicians.
Mesosystem: The Importance of “Instrumental Support”: Learning to Combine Magic and
Education
The concept of “instrumental support” is yet another example of a specific type of
support that is needed to promote occupational decision-making (Malecki & Demaray, 2003).
This type of support is necessary as it offers tangible, as opposed to emotional or affective
feedback, to enable individuals to feel confident and secure in their decisions. It translates into
the type of support wherein I am offered or given transportation to events or bookings, magic
trick and journal purchases, and even time and space to attend to creative needs for pursuit of
magic (Ikkink, Van Tilburg, & Knipscheer, 1999).
In addition to pursuing magic via Project Magic, I held other jobs of which my
supervisors often gave me tacit permission to incorporate magic in my daily work routine. The
photograph of me below was from an article that was written about my experiences teaching
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magic to children in classes at our local parks and recreation department (Figure 11). I was a 21year-old English major who worked part-time with the parks and recreation department. It was
an easy job because I was able to get a lot of my school work done while fulfilling my
responsibilities as a Recreation Leader Aide. No one bothered me and it was close enough to my
house to walk. In the photograph, I am holding a selected card along with the correct prediction
that I had written earlier in the performance.

Figure 11. Palos Verdes newspaper article on my magic performances
That newspaper article garnered the attention of a corporate executive who lived near me.
He asked if I would come to his house and teach his son magic. I had never done anything like
that before. I had performed plenty of shows up to that point and knew what to charge clients.
But this was new. No one had ever hired me to give private lessons in magic. It was an exciting
possibility and a new way to earn money doing something that I loved.
I do not recall what magic tricks I taught the man’s son or even what I charged, but it is
an experience that I look back on proudly. I felt validated for my work as a magician. An
influential member (I came to find out later) of my community was impressed enough by what
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he saw in the newspaper profile to hire me to teach his son magic. I was also gaining some
prominence in the community at that time and others were noticing.
While my family perhaps did not have confidence in my career aspirations, the parent
who hired me to teach magic to his son did see me as a magician. Magic as a variety art was still
quite popular in the early to mid-1980s. Magicians David Copperfield, Doug Henning and
Siegfried and Roy in Las Vegas contributed to the widespread interest in magic as entertainment.
Again, I have no memory of any advice or comment from my parents. I do not recall if they were
proud of me or excited for me with the possibilities that magic was opening up for me. I do not
think there was much encouragement there. I did not receive any other phone calls requesting
teaching than the one. That was the last experience of that kind for me. I did not receive any
other invitations by community members who had seen the newspaper profile to teach magic to
their children.
Evidence presented from my adolescence and young adult years include artifacts from
my volunteer work with David Copperfield’s Project Magic and a newspaper article about my
classes in magic for children. These examples are again illustrative of the kinds of influences I
encountered at the Social/Network level. It was clear that even at an early age I was cultivating
what is also known as “social capital” as I was able to leverage many tangible resources and
leverage the support I was receiving from others in the community to regularly perform magic
(McLean, Schultz, & Steger, 2002; Putnam, 2000).
While my experiences in these community forums were valuable in and of themselves,
allowing me to perform magic in public, I am left wondering if I could have attained more given
greater guidance from those closest to me. My oldest family member, whom I interviewed “lost
interest” in magic when the family moved to California. Another family member and I had a
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conversation many years ago speculating on which of us had been harmed the most by the move
out west. By the time of my adolescence, my family member was seriously into taking drugs. He
would never attend college, choosing instead to work and move out of our house to live on his
own at the first possible chance. He lived about ten minutes away from the family house in a
studio apartment near the high school all of my family members attended. On his days off
working in the grocery business, he would do his laundry at our house and smoke pot in the
garage where the washer and dryer were located. Once I remember him seemingly under the
influence of some other drug other than marijuana. I never asked him, I just noticed his affect
was different than usual.
Eventually, my family member got hooked on smoking cocaine. I do not know if he was
freebasing cocaine or smoking crack, but he was in real trouble. He lost his job. I think my
parents rescued him. He had to stop using or he was going to die. He stopped. He left California
and moved near my parents in Kansas. This person who introduced me to magic and quickly
abandoned its pursuit during an adolescence and early adulthood characterized by drug abuse
and alcoholism later committed suicide.
Mesosystem-Formalized Mentorship Opportunities: Social and Professional Support
The item below is my membership card from The Society of American Magicians (SAM)
(Figure 12).
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Figure 12. Membership Card
From early adolescence until recent years, I belonged to this organization as well as The
International Brotherhood of Magicians (IBM). Both are fraternal organizations that were, in
theory, set up to provide social support to magicians in the United States and around the world.
State and local regions contain groups known as Rings (IBM) or Assemblies (SAM). A magician
living in a particular city has an opportunity to attend a monthly meeting group to network with
other magicians in his/her area.
As a young person starting in magic at age 11 or 12, I had read biographies of famous
magicians who were members in SAM or IBM. Harry Houdini, in fact, founded the Society of
American Magicians. I read stories of magicians being mentored by other performers coming up
the ranks. I studied magic books that included tales of authors being mentored by legendary
performers. These were the narratives filling my dreams growing up. I assumed that there would
be plenty of mentorship if I became a magician. I had the membership cards to prove that I was a
legitimate member of the fraternity.
One of the most significant stories I had read about concerned the magicians based in
New York City. They would gather informally every Saturday at the same restaurants in New
York City. These gatherings became legendary as presented in the trade magazines. Younger
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performers learning from the great masters of the art filled my head. All I could think about was
“Where were my mentors and when would I meet them?”
The SAM and IBM both published a monthly magazine that contained tricks, business
methods, and interviews of performers as well as reports from the individual rings or assemblies.
When I moved to Atlanta in 1996, I tried to attend the local meetings of both organizations. At
first, I was very excited to be in the company of other people like me who were passionate about
magic. But my enthusiasm did not last long because the meetings were sparsely attended and
sometimes cancelled. SAM and IBM, it seemed, were evolving in their expectations. The
internet had contributed to taking magicians out of dingy restaurant rooms and online to
discussion boards and chat rooms. At one time, magic club meetings were a regular source of
camaraderie and fellowship among local magicians in this country. The situation changed with
declining membership in magicians’ organizations along with the advent of the internet opening
up more easily accessible forums for communication among magicians. You no longer needed to
get in your car and travel across town to a restaurant or meeting room once a month with no
guarantee that anyone would be there when you arrived. You could get advice about that trick
you were working on by logging onto a magic discussion board.
What had seemed a viable networking opportunity for magicians living in Atlanta in the
past, had seemed to become something less vital to a magician in his 30s looking for inspiration.
I had read about the magicians from the past that congregated in these club meetings. I was
searching for some kind of mentorship, I suppose and not finding it. At the risk of sounding
negative, the meetings I attended were mostly much older men and women hobbyists who either
did not perform on a regular basis or whom I knew very little about. One night after work, I
drove to the restaurant where the meeting was to be held and found no one there. That was the
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last time I chose to go. I longed for that connection to mentoring in magic, but I did not find it.
Many times over the years I wished I had another magician to bounce an idea off of, but it was
harder for me to come by. It was less about the validation of others and more about sharing ideas
with someone who understood the language of magic. I was looking for colleagues in magic to
share ideas and problems with. I believe it is important to have colleagues to bounce ideas
around. Magicians have to spend enough time alone perfecting their craft that they need the
support of others as well. I tried to reach out to a children’s magician in Georgia who I admired
from his many books on performing magic for children. I was living in California and reading
his books. When I moved to Georgia, I asked him if he needed an assistant. He didn’t seem
interested. I know I could try harder to develop relationships in magic, but I have not. I would
like to change that.
When the internet came into existence becoming more popular in the 1990s, it was there
that I looked for a kind of mentorship in the form of magic discussion boards, online magic
journals or other monthly newsletters from magicians discussing the latest developments in the
world of magic. If I was working on a particular trick in my act, I would search the internet to
see what others had to say about the trick. Yet, outreach in this manner also yielded dead ends.
More traditional mentor/mentee relationships were not like they used to be in magic circles
before the 1990s. Magicians growing up in the mid-twentieth century had access to master
magicians who would apprentice younger learners. One highly successful performer discusses
such relationships in a documentary about his life. He believed it was the best way to learn
magic, directly from master to student. The magicians’ clubs of that time held a similar
viewpoint. In fact, one of my interviewees described these “brotherhoods” of yesteryear as
follows:
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But I think magic, historically, has been a mentoring process. So when magic clubs
started forming, which was pretty much a twentieth century phenomenon, that the
magicians could get together and help each other out…it was sharing the information
more widely, the twentieth century, especially the second half saw a real proliferation as
publishing became cheaper, of people being able to put into print their original routines.
The magic societies all had monthly magazines where people would contribute original
tricks that they had made up. So that teaching was passed down that way. It was a
tradition until video and DVD took over the world, that if you were a famous magician
the concept of joining fraternal clubs has changed. Today’s younger magicians keep in
touch through social media, not through having to meet once a month, you know, at an
American Legion Hall.
Thus, it seemed that, according to this participant, the more traditional formalized
systems of mentorship that had been common in this country in the mid to late twentieth century
were slowly dissolving over the past few decades. Whereas magicians could count on regular
monthly attendance at meetings of colleagues to discuss magic, my experience in the 1990s was
less than I imagined. Although Atlanta had a chapter of the Society of American Magicians and a
“Ring” of the International Brotherhood of Magicians, neither was very appealing to me over
time. As I described earlier, at first it was invigorating for me to be in the presence of other likeminded individuals. We shared a common bond in magic. Unfortunately, the attendance at the
meetings was sparse and sometimes nonexistent. I had to move on to find something better.
Another magician I interviewed and who is quoted earlier in the study took mentoring into his
own hands when he set up his own informal buddy system with a peer mentor. He found great
value in creating his own mentorship plan to also address the void he felt as a professional as
well.
There is one person that I credit with a lot of my success. And we are like two peas in a
pod, absolutely on the same wavelength. And he has been extremely generous over the
years, with business, strategy and approach, communication and structure, that kind of
stuff, and I would absolutely not have the level of success that I have uh, without his
insights and expertise.
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According to these participants, these assertions suggest that formal and informal mentorship
networks are not only evolving, but now are dependent on making direct connections with other
working magicians, of which I also have done (Figure 12).
In fact, I was quite thrilled years ago when Teller called me after a show he did in
Athens, Georgia in 2002. Penn and Teller are one of the most successful magic acts performing
today and I have followed their career with interest for years. In their performances, Penn Jillette
talks while Teller remains silent throughout the show. They complement each other in this way,
but it is understood among magicians that Teller brings the most magic skills to their work. I had
a special affinity for Teller because I knew at one time he had been a school teacher, teaching
Latin to students in New York. When I found out they would be performing at the University of
Georgia’s Classic Center, I grabbed two tickets. As continues today, after their shows, Penn and
Teller always come out to the lobby to sign autographs and take pictures. I had my magic
business cards and asked Teller if he would like to go to lunch. He wrote lunch on the back of
my card. The next day, a voicemail appeared on my phone and it was Teller. He thanked me for
the lunch invitation, but explained that they had to hit the road for their next gig. Nonetheless, I
was excited that Teller actually left a message on my phone. That he took the time to reach out
to me and spend time discussing magic was a reminder that asking is the first step in receiving
mentorship and guidance. However, we never got together for more discussions or lunch
conversations as hoped – he simply is too busy to offer much of his time to other magicians for
formal mentorship.
I met up with Penn and Teller again after one of their shows in 2013 and the experience
seemed different. With all of the success that the duo has had since 2002, Teller’s accessibility is
harder to come by now. As my interviewees hinted, it is through these personal exchanges that
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mentorship opportunities now arise as the more formal approaches of the societies have
diminished with time.
As I explored the multiple levels of influence on my desire to leave a teaching career for
one within entertainment, mentorship within the world of magic became another avenue of
support to inspect. I wanted to find out from magicians themselves how mentoring had
functioned in their lives. I knew there was a history of mentorship in magic. I included an artifact
of my membership in the oldest magician’s association but had not found much personal
mentorship to speak of—no buddy mentor as one of my participants found valuable. A colleague
in magic would be helpful to bounce ideas off of or to work out new magic routines. We could
provide constructive criticism about our magic. A mentor like this could be the eyes of the
audience offering a magician’s view on how an effect appears to an audience.
What my interviews revealed was that the face of mentoring for magicians has changed.
In the past, mentoring for magicians existed in one form as a monthly meeting where performers
would gather on a weeknight at a hotel or restaurant. Today, those types of gatherings have given
way to social media and online mentoring opportunities. I had the social support and the selfefficacy to succeed as a magician. What I lacked were mentors in the business who would help
me to navigate the environment for success. This is a detriment to my progress. My interviews
brought out the importance of having a team of colleagues who could be supportive of one
another while also imparting valuable wisdom about what it takes to succeed as a magician
working today.
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Figure 13. Reengaging with Teller in Las Vegas, 2013

Exosystem: Institutional Support for an Emerging Concept: Magician as Educator
It was 2003 and I was teaching second grade in a DeKalb County Georgia public
elementary school. I found out about a summer program in mathematics instruction that was
offered to teachers. Teachers were asked to submit ideas for work shop ideas in math. I decided
to submit an idea to teach “Math Magic.” The coordinator of the program was supportive and
enthusiastic about my idea and that encouragement was what finally led me to conduct the
workshops. Figure 11 displays some of my badges I wore as an official instructor at this
conference, but also another that I was invited to as a result of performing at the first annual
summer mathematics conference.
Many mathematics concepts are part of magic tricks so it was an easy fit for me to design
a program for teachers where you use magic to teach math. Children at the elementary level love
to see magic performed so I started from that premise. Perform a magic trick for kids that uses
mathematical concepts, but don’t tell them that upfront. Just let them be amazed by the tricks
themselves. Then explain how the magic trick was done and get the math lesson to the students.
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Figure 14. Instructor Identification for Math Magic workshops

The first round of educating teachers on how to use magic in the classroom met with
resounding success. The teachers loved it. I think they enjoyed seeing the magic performed as
well. Most people do. In my opinion, a lot of what passes as teacher professional learning is
either boring or unrelated to an individual teacher’s concerns. For example, a presenter’s
material or lesson strategies are geared to grades outside of my own (second grade), so I am
uninterested. I realize this opinion may just be my frustration with the system of public education
in general. Magic performed well gets around all of that. Most everyone enjoys experiencing the
surprise or mystery of a magic trick. I specifically chose tricks that avoided complicated methods
or difficult sleight of hand to allow for easy learning. After all, the goal was for the teachers in
the workshops to be able to perform the tricks themselves with confidence.
Many of the magic tricks were simply performed or worked automatically, but the effects
on an audience were powerful. The effect on me was powerful as well and it has been repeated
over and over in my work as a teacher. I have had many opportunities to perform magic within
my local school and for the local school community. In these performances, however, I was not
the teacher. I was the magician. I felt valuable and special performing magic for audiences.
When I performed the simple tricks for the teachers in the conferences, they loved the magic
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more than the educational value I tied to it. People talked about me the magician, not the teacher.
I just do not experience that same feeling of value or uniqueness in teaching that I have with
magic. It is actually pretty easy for me to understand.
Eisner became a leading proponent for the role of art in children’s development (Eisner,
1999). He argued that the arts teach children how to solve problems from many perspectives by
applying creativity to complex situations. My review of the literature on arts education for
children included a discussion of what is unique about the arts for developing minds. The
evidence I include in the form of narratives and artifacts concerns the math magic workshops I
ran over two summers in a Georgia county school system. The teachers I presented to seemed
more enthralled by the magic tricks than the math concepts behind them. Like most all of us,
children included of course, people love magic. If children are able to learn magic too, they are
able to do something that others may not. My workshops were full and the response was positive.
In those days there was still money available for teachers like myself to develop and implement a
1-2 day workshop and earn extra income for it. It was an early realization I had – that even in a
school setting, I was being paid to perform magic. This has always been the most satisfying form
of income for me.
Other researchers have examined art practices on literacy development (Albers & Harste,
2007) and the narratives that are provided in this study point towards my own literacy
development as I copied library texts and interpreted written instructions for magic tricks in my
own way. I continue to be surprised by how people (adults) respond to magic. They love it. For
me, this experience was not about teaching. Yes, I crafted the workshop to reflect magic tricks
based mostly on mathematical principles as that was the theme of the conference. But, it wasn’t
about that either for me. It was about performing magic for adults and their positive response
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towards it and me. Performing magic, I have found is the only thing that I do, and have always
done, that gives me that feeling of purpose and authority. I exist in the world and I matter.
Teaching, at least in my current situation is labored and heavy for me. My experiences as a
classroom teacher are often filled with anxiety and toil. Bringing magic to any scene is a
validation of myself, of who I am.
Exosystem: Broader Societal Influences Shaping My Experience
Bronfenbrenner’s socioecological model presents how the influence of what he defined
as the “exosystem” trickles down to affect individual behavior; in other words, he suggests there
are distal factors that must be accounted for in explaining an individual’s behavior and life
choices. For example, a lessened market demand for magic due to a suffering economy could
affect the choices I make. A recession could affect how markets are determined. Conversely, one
of my interviewees lost his job and it led to a new career as a magician. Another distal factor
could be related to community held religious or spiritual beliefs. West Africans or Haitians hold
very strong beliefs around magic and the meaning of magic. This can serve as a societal deterrent
to performing as it is may be interpreted as a kind of black magic. In some Christian
denominations, performing magic tricks is questioned. Thus, distal factors are a component of
the exosystem which can be applied to career decision-making.
Recently I had the opportunity to visit Milan, Italy. While walking home from dinner one
night, I spotted light poles that lined the streets advertising a magic show at one of Milan’s top
performance venues, the Teatro Nuovo (Figure 15). Seeing these advertisements reminded me of
what appeal magic still held even globally. Obviously the producers would not book a venue like
the large Teatro Nuovo without assurance that they would fill or nearly fill the house for the
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scheduled performances. In other words, the show was not much of a risk – they knew that it
would generate return on their investment.

Figure 15. Advertisement for Magic Show in Milan
Reflecting on the fact that such a production was occurring in a major world city, I
realized that magic still was a viable stand-alone entertainment option that was generating
audiences. For decades since the 1980s, it seemed that the entertainment industry was not
embracing these types of touring shows as production costs were extremely high and audiences
were hard to generate for magic-only performances. There were exceptions of course in specific
locations such as Las Vegas where magic headliners still existed, yet only acts such as Penn &
Teller and David Copperfield were the exceptions as major touring artists. In addition, you can
not discount the effect that television exposure had on these performers. Copperfield had a yearly
television special where he performed big illusions such as making the Statue of Liberty
disappear. Doug Henning before him started his yearly television specials in the mid-1970s
which brought magic to a large audience. Henning started his very first special by walking out
and making a nickel disappear before a live studio audience. Close-up magic was performed by
both Copperfield and Henning using hand-held cameras and projection screens so the audience
in the studio saw what the television viewer did. Penn and Teller came to television later but not
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in the same format as these other megastars. Still there was a market for both large-scale
illusions and smaller intimate magic. Even so, both Copperfield and Penn and Teller toured
incessantly for years before landing their Las Vegas venues. These two performers represent the
highest level of financial success today. There are other magicians that are less well known who
are able to make a living as a magician. Thus, this advertisement signaled a cue to me that the
marketplace was indeed changing if smaller acts were now generating audiences in well-known
venues in major markets. This made me wonder, “If they can do it, perhaps there is a place for
me?”
I have been afraid to try to pursue magic as an occupation. I hold myself back from trying
and get overwhelmed with teaching responsibilities. I know that I cannot make this transition
alone. Yes, decades have passed and even I at times do not want to hear myself talk about myself
as a magician anymore. I become silent and numb. I am embarrassed by my lack of courage and
sometimes feel the situation akin to an either or scenario. Either I can have a predictable income
doing a job I do not care for or I can risk stability for life as an entertainer.
Before I left for Europe this summer, I conducted several interviews with other magicians
who also commented on shifts in the world of magic. Their comments suggested that there is
broader cultural appreciation for magic as a (re)emergent art form. What was elicited from them
resulted from the interview guide questions on what it is like being a working a magician in
today’s “marketplace.” What resulted from these interviews were statements such as:
There’s plenty of work out there for a good show. There’s definitely the market.
It takes a focus on the business side of entertainment. The same magician said:
I’ve got a business sense, and most performers do not. They’re just interested in doing
their art. You know I work hard on my website. I look at Google Analytics. I think about
strategy. I focus on the customer, I think the more you do that, the more successful you
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are. If you make the client happy, if you understand what they want, if you look at what
sells. Everyone buys off the internet.
Another performer I interviewed had this to offer about a career as a magician:
It’s an art form that is constantly changing in where you can work. The one thing that
I’ve observed over the years, and again this is, the magicians that tend to be successful
have created their own market. You really need to have something special, uh, special
magic that nobody else has, or um, some real special presentation or personality that no
one else has…
Exosystem: Finding Sustainability in a Volatile Environment
Before moving to Atlanta, Georgia in 1996, I lived in San Diego, California. A few years
went by living in San Diego where I graduated from San Diego State University and continued to
perform magic shows at private functions. An annual job source for professional magicians in
this country are the summer reading programs sponsored by state and local public library
systems. Every summer a new theme is advertised by local libraries to encourage young people
to visit the library and read. Many libraries will hire entertainers either as a kickoff to the
program or as finale to the summer’s events.
I performed as a magician for two years in San Diego with their summer reading
program. At that time, I had to audition at the central branch downtown in a showcase type
performance. I would perform 10 or 15 minutes of magic to a room filled with library
representatives from around the San Diego County. They were looking for family friendly
entertainment that was tied in to the theme of the summer.
The flyer shown below was one given to me from my performance at the San Ysidro
branch of the San Diego Public Library (Figure 16). What you do not see is the other side of the
flyer which is written entirely in Spanish. Most, if not all of the audience were first language
Spanish speakers as San Ysidro is located just north of the U.S.-Mexico border. The shows that I
perform for families and children would always include magic tricks performed to instrumental
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music. I would switch on my music player to play something I know my audience would like,
show my hands empty and then produce a bright red ball from the air. Three more balls would
magically appear and disappear in my hands. A long black cane would vanish into two black silk
handkerchiefs and an empty see through box would suddenly be filled with money. No words
were necessary as the audiences loved the surprise of the visual tricks done to the up-tempo
modern music. Magic, like music and dance, is a performing art that has enduring appeal with
audiences all over the world as expression transcends language boundaries.

Figure 16. Music and Magic Program
I loved traveling to the libraries in the summer to perform magic for diverse audiences
that included binational and bilingual persons. I liked the economy I saw in the situation itself.
Representatives saw me audition and decided to add me to their branch’s summer program. I
would receive a list of all those people who wanted me and that was a good way to enter an event
as a magician. There was no struggle in trying to win an audience over. They already knew they
wanted me and they advertised the show. Perhaps the conditioning I received as a young person
from critical family members was taken to heart. I began to believe also that magic was not a
career. And belief that it is possible or doable is necessary, but insufficient on its own.
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Unfortunately, I also learned that in an economic recession (early 1990s), these shows
often did not lead to many other paying jobs. It was a “one and done” performance experience. If
I did receive any phone calls to perform at private functions, they were few. While I was paid by
the libraries for my services and was grateful and happy to be earning money doing magic, I did
not see the experiences leading to more work. As a result, I slowly began to withdraw my efforts
to continue advertising independently as a magician to generate shows. Except for the libraries,
the market seemed unsupportive at the time due to the bleak larger economic status of this
country at the time. What ensued in years after was also a gradual withdrawing of funding to the
San Diego library system for summer reading programs featuring entertainers. Indeed, the only
remaining foundation of income generation was also eroding.
The recent interviews I conducted with other magicians suggested that the pendulum has
swung back. In fact, I was surprised to learn how much demand was out there for private
performances as well as those done in larger venues. Most of my interviewees directly stated that
it was feasible to professionally pursue magic as an occupation as audiences were paying for
excellent performances. Yet, one also cautioned that the successful magician must have a
business acumen and, if possible, a larger apparatus to generate momentum for the performer.
He, and others suggested, that having agents, managers, publicists, branding and advertising
experts, and social media gurus may be the new norm for pushing the magician into the
marketplace and sustaining his/her career by generating high-level visibility. The message given
was clear: this occupation is hard and it takes hard work and the talent of other professionals as a
team to make it work as a business. He stated:
Because like any performance career, it is a matter of luck as much as skill. That you
are…you have to have the right person to see you to recommend you to the next level gig.
It is so business. You will have a successful career as an average magician if you are
a sensational businessman.
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Yet, this also meant that having access to entertainment support professionals is essential
to the business plan. Additionally, my interviews revealed that it is necessary and practical to
develop relationships with other professional performers as a way to grow a business. One
magician I interviewed talked about a relationship he forged with a fellow performer in his area:
But in this case it was a business mentor. He’s actually younger than me. But he is a
wildly successful corporate entertainer and magician. He’s been extremely generous over
The years with business strategies, and approach and communication. I would absolutely
not have the success I have without his insight and expertise.
It is up to the individual to create opportunities for mentoring and collegiality. These
opportunities exist and seem very realistic to create for myself. While I did not have the occasion
to construct mentoring relationships with other magicians as a young person, I feel confident that
those connections are more reasonable for me today.
I included an artifact from my work as a magician with the San Diego County library
summer reading program. While summer reading programs continue to be a source of income for
magicians around the country, in the latter half of the 1990s, economic conditions were changing
and library budgets were effected resulting in less funding for performers.
Recent interviews with magicians suggest that the market is favorable for a magician that
has something unique to offer. The interviews revealed that the profession requires hard work
along with a sustained focus on business strategies. In order for a magician to have a successful
career, they must also be a successful businessperson. A business plan is essential along with a
core group of aligned business professionals to assist with marketing, social media presence,
advertising and branding.
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Exosystem: The Entertainment Industry
Following the trip to Las Vegas in 2013, I returned to Atlanta with the intention to seek
information on the entertainment industry in the Southeast. Knowing whether or not Atlanta
would be a viable option to build a career was critically important. I needed to know that
reengaging my passion did not mean that I would need to relocate to places like Los Angeles,
New York, or Chicago to generate the support for my “brand of magic” that I envisioned. The
first step in this process was meeting with branding and advertising professionals to discuss
possibilities.
My family member developed and implemented several successful health campaigns with
the assistance of branding and advertising experts, including the local shop “MixIt Marketing.” I
held several meetings to discuss my reservations and concerns with the principal of that business
and get his input on my professional trajectory. He was extremely enthusiastic about the
possibilities to leverage a brand that we would create with his graphic designer. He suggested a
business plan that will result in a portfolio of options now available to me as a performereducator and emerging independent business person. These included development of a
youtube.com channel created with my own content of which we would generate advertising
dollars and build a viewing audience. In addition, I would do shows at various private and public
venues, create a social media presence, and connect with an agent and publicist to assist in
“building buzz.” I was impressed with the business strategy he suggested. Within 6 months, my
new brand emerged as a first step in developing my business (Figure 17).
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Figure 17. New Business Logo
In 2014, I took the next step and began exploring the viability of the entertainment
industry by speaking with other actors and others “in the business” about the Atlanta
marketplace. What I learned was that Atlanta was rapidly becoming “the new Hollywood” as
dozens of TV and film productions were moving to the area. Studios, including Screen Gem,
Pinewood, and Tyler Perry Studios, among others were flourishing with activity due to state tax
credits to Georgia-based productions (Figure 18).

Figure 18. Entertainment Industry in Georgia
The evidence suggests that not only was Georgia an opportune place to build an entertainment
business but that many policies and tax incentives were in place to promote the development of
production in the state (Figure 19).
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Figure 19. “Georgia is the New Hollywood”

My children also began working as actors in the film business in 2013. They have been
generating credits on film, TV, commercials and industrials. I joined them in 2014 when I too
began submitting myself as an actor for various projects. The woman who took my professional
headshot, also a well-known working actress, said that I had the “right look” to be any
combination of roles and would be a standout as a specialty actor who can perform magic. I
remained extremely busy in the summer of 2014 with various principal and extra roles, even to
the point where I needed to turn away business. Being on set was often boring, but I remained
invigorated by the environment and passion I saw from other actors, directors, and others
working on these various productions. I began taking acting workshops and learning about the
“business of performing.” Most importantly, I learned that Atlanta was a thriving entertainment
capital that was only going to keep expanding its role as a leader in the business with no shortage
of professionals who could be useful in my business planning and expansion.
After returning from Las Vegas in 2013, I had concerns about the viability of pursuing a
career in entertainment in the Atlanta area. However, the narratives and artifacts included
suggest that business opportunities in the entertainment industry are growing in Georgia. I met
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with a marketing professional and created a brand for my magic business. New film and
television studios are being built around the Atlanta area, and many productions are being filmed
in Georgia. In the summer of 2014, after having professional headshots taken, I began to take
work as an extra (and principal) actor and was quite busy. Being on the sets was an invigorating
experience for me and reawakened the creative side that had been buried. I enrolled in actor’s
workshops to learn more about auditioning and the business of getting jobs as an actor.
Exosystem: The Changing Educational Landscape
The exosystem is made up of the larger “social system of economics, culture and politics
(Glanz, Rimer, & Viswanath, 2008, p. 468). The exosystem influence will affect individuals,
although such effects are often indirect or distal factors. Thus, understanding behaviors requires
looking at those factors beyond immediate personal control which are nonetheless critically
important. Other studies utilizing this framework have documented how shifts in policy, changes
in organizational structures, and neighborhood characteristics alter human behavior. In other
words, it is very useful to also account for broader “environmental” factors that may be more
immutable, yet have an indirect relationship to specific individual outcomes. The evidence
gathered from my sources point toward specific exosystem factors that have influenced my life
course. At the exosystem level (culture, politics, economic factors), I draw relationships between
my employment as an educator and the major changes in the educational system that have
prompted my desire to leave the profession. These interrelationships have included salary
stagnation, oppressive teacher evaluation policies and factors which continue to be outside my
control. In my current teaching situation, I am forced to accept the fact that I am no longer even
remotely happy in my role as an educator. Part of that despair comes from the changes that have
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evolved within the public school system over the last several years and from which I will
explain.
Every year as a teacher in Georgia, it is as if I am being asked to prove my worthiness all
over again. The changes I have experienced with the latest teacher evaluation procedures has
created more stress and talk about the procedures. I am now expected to be observed 6 times
total in the school year, most of those being unannounced visits. In informal conversations with
colleagues, we talk about how it seems as if one is always being judged on what is missing,
rather than a celebration of all that is wonderful about that individual teacher and classroom.
These changes that trickle down from national policies to district-driven, and schoolbased, performance measurement have influenced my direction. I have come to realize that no
matter how hard I work, how many extra hours are put in outside the regular school day, I will
not feel rewarded at least not financially. When I began my work in the district, teachers earned
“step” increases and cost of living increases that were ceased for years due to the recession. Only
recently, have salary increases been reimplemented yet they have not kept pace with the cost of
living (Figure 20).
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Figure 20. County Teacher Salary Schedule
The effects of the economic downturn, of course, have been realized among various
industries and on household incomes nationwide, but teachers went years without any pay
increases even while the cost of living went higher. In fact, I noticed that one year I actually
brought home less money than the year before. At the same time, greater emphasis is being
placed on how teacher performance is being measured. More data are being collected and we are
told will be used to calculate the individual “teacher effect” on students’ individual achievement
as measured by tests that are in a yearly state of flux (Figure 21). In other words, teachers will
not only be evaluated in the future by test results anchored to individual students, but also in the
aggregate for their overall test performance effect on the entire classroom.
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Figure 21. Educator Evaluation Rubric

In 2014, the most recent academic year I taught, the County introduced the concept of
student performance growth (SPG) to educators employed in the system. The Educator
Evaluation Rubric (EER) is a method to calculate a teacher’s individual effect on a child’s
academic performance. It provides a one-time measurement of how a child performs on test day
resulting in potential for educators to gain more merit-based income using this performance
measure. Thus, the greater the teacher’s effect, the more potential there is for pay increases.
As a result each year in the system will bring greater use of data collection and teacher
monitoring to ensure that educators receive fair pay “for performance.” Yet a key criticism of
this reward methodology relates to data collection. How the data are calculated in a fair manner
to reflect individual teacher effect if captured at single points in time are national and teacher
advocacy organizational points of conversation. For me, I see the SPG data collection as
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imminent now that the rubric has been vetted, yet it also represents another punitive measure to
monitor performance factors that may be beyond the control of the individual educator.
The fact that data are being increasingly collected using various aggregated methods (and
at times unbeknownst to the teachers themselves) is a threat to teacher retention. Educator time is
increasingly being placed under greater control with less time allotted for teachers to prepare
lessons, grade papers, or attend to housekeeping concerns in their own classrooms. The creative
opportunities once available to educators such as the “Math Magic” workshops I used to conduct
for the County, seem to have faded into history. Trainings now are more focused on test
performance and evaluation. Thus, although I gained wonderful trainings in my early years with
this system, educator development opportunities have become more streamlined in their content
breadth. In short, the opportunity to express creative passion in my daily work has become an
untenable situation for a performer like myself.
One of the dominant influences on my desire to leave teaching was what I perceive as an
increasingly oppressive work environment. I am no longer passionate about teaching as a
profession due in part to what I have experienced firsthand. Ten years ago, my school operated
within a “shared governance” model which was a refreshing change for me. I sat in faculty
meetings where everyone seemed to be allowed to speak and voice their opinions. Today, no one
speaks except the administrators heading the meetings. We are expected to listen.
As we wait for the “pay for performance” system to be fully implemented, the current
teacher evaluation strategy requires teachers to be often on alert for observations by
administrators as these occur often unannounced and up to 6 times per academic year. While my
observations have been successful and my yearly evaluations positive, I have grown weary with
a system that no longer seems to be about teaching children effectively, but rather a tense game
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of cat and mouse with school administrators. As teachers, we are required to do ever more
including teaching to increased class sizes. Reflecting on the teacher salary schedule reminds me
of how constrained opportunities are within the school district. Yearly pay increases and
generous stipends for development opportunities are a thing of the past. A program of Math
Magic is no longer an option like it was years ago.
Stricter controls on teacher use of time means that we have less time devoted to preparing
lessons, reshaping our classrooms and grading papers. Instead, teachers are expected to plan
together or meet to discuss issues around student data. In theory, it can be a beneficial use of
time to plan together sharing the grade level curriculum plans. But now, teachers are always
wondering if an administrator will stop by in those daily meetings to deliver some bad news or
just to check up on faculty. At other times, teachers are just worn out from the increasing
responsibilities expected in the job that required planning sessions become the only place to vent
safely (without administrators present) about the pressure that is constant.
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CHAPTER 5: FINDINGS, RESULTS, IMPLICATIONS AND CONCLUSIONS

The influences that have contributed to my decision to alter my career direction as a
classroom teacher toward a more primary role as an entertainer-magician. This study has brought
me full-circle from early childhood wherein I embraced a love of learning of magic to present
day wherein I am once again able to envision passion and purpose in life. In other words, this
autoethnography ushers in a new understanding of how life events can build toward an illusion
of a self that may be socially acceptable, as managing such social façades is necessary for human
survival, but run contrary to internal drive and life ambition. By living a life in concordance with
external, cultural values (i.e., achievement of education and career and leading a family), my
authentic self-identity and my passions imperceptibly eroded over time.
Social psychologists have argued that people may adopt different identities to effectively
function in society by following established norms and cultural customs (Cooley, 1902; Meade,
1913). Indeed it has been articulated in the sociopsychology literature that “the daily experience
of our self is so familiar, and yet the brain science shows that this sense of our self is an illusion”
(Hood, 2012, p. ix). And yet it has also been argued that “we all experience some form of self,
but what we experience is a powerful deception generated by our brains for our own benefit”
(Hood, 2012, p. ix). For magicians, the construction of reality and controlling the audience’s
perception of reality is essential to the practice of magic. In other words, we are inculcated early
in our learning process that becoming masters of deception will result in success with our
audiences.
This form of illusion may be taken to heart as we live a life in concordance with such
values. Yet, for magicians, we ascribe to a professional tenet that values secrecy. Thus, our
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greatest professional fear is thus being “found out” or having our secrets exposed as these could
have serious consequences such as professional ostracism, loss of income, and a loss of creative
motivation. For magicians we also tend to “hold our cards close to the chest” and very rarely
reveal our secrets. Indeed, keeping secrets is essential to keeping the magic of illusion intact.
This autoethnography revealed that, on the surface, I was living in accordance with
accepted familial, societal, and cultural norms by being successful in a job of some years and
raising a family. It was intentional on my part as I knew that it would make my audience (family,
school administrators) happy by acting in compliance with perceived expectations. Yet, this
study revealed that my behavior to this point in my life has been no more than a construction of a
fine, grand illusion consistent with Hood’s theory of human comportment (Hood, 2012).
About four years ago, when I began seriously approaching my dissertation topic, the
cracks were beginning to show. I was slowly being exposed and my life illusion started to
crumble. I had been keeping up the illusion for decades and it has been my greatest magic act.
But the life that I knew was disintegrating while I was getting indicators that a former passion
was resurfacing. Writing this dissertation became the vehicle for me to depict how my life
situation had become untenable. I could no longer contain the passion that I had tried to keep
hidden for so long.
Ultimately, this study revealed the importance of magic in my life and to my
development both as an educator and as a performer by applying a widely accepted model of
human behavior. It also revealed the utility of applying accepted behavioral frameworks to
challenging human dilemmas. By examining multiple levels of influence that have contributed to
my development as a magician, I was able to develop and present a compelling narrative about

145

the pressure and frustration I felt as a public school teacher working today. This exercise has also
pointed me toward those factors that facilitate my passion and purpose in life.
Situating the Bronfenbrenner Model and My Autoethnography
Repeated analyses of the journal entries, interviews with magicians and family members,
and analysis of artifacts, through the lens of Bronfenbrenner, revealed profound influences on
my life. It brought to life the individual (mesosystem), social/network influences (microsystem)
and community/society (exosystem) issues on my decisions. At each level, I have identified
critical factors that are important in my life story.
Microsystem/Intra-interpersonal Level: Self-Directed Learning and Self-Efficacy
At the microsystem level, the data I collected demonstrates that from an early age, I had
developed a passion for magic. Looking over the Houdini artifacts, magic book collection, and
the items given to me by Family Member 2 documents that my lifelong passion for magic began
early when I was a child. The findings revealed that my self-efficacy was intact and was valuable
to me as I independently learned how to be a magician. A strong sense of self-efficacy in
childhood and adolescence has been demonstrated to be highly correlated with future career
success (Bandura et al., 2001; Betz & Hackett, 1986; Zeldin & Pajares, 2000).
In addition, I recognized that I learned in an autodidactic manner and had a strong
independent learning capability. A love of magic books and a copy of handwritten instructions
for performing a magic trick suggest serious intention on my part to learn and develop as a
magician. Such proclivity for lifelong learning is associated with having the ability to change
directions and adjust to changing external circumstances in life (Gross, 1977).
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Recent findings have also suggested that individualized learning may result in greater
“social capital,” defined as having greater capability to harness social networks and leverage
resources to optimally handle life’s vicissitudes (Garcia, Restubog, Bordia, Bordia, & Roxas,
2015; Schuller, Hammond, Preston, Brassett-Grundy, & Bynner, 2004). My narrative reflects
such an ability. As I grew and had the opportunity to hold typical adolescent jobs like mowing
lawns and pet sitting, I also earned a lot of money from performing. Being paid to do magic
provided new avenues to obtain resources and materials, purchase new tricks, and grow and
cultivate my interest through trainings and seminars while growing a small business and
becoming “known” in the community.
This study revealed that I had a strong sense of self-direction that enabled me to access
many community resources that may not be attainable to others which corresponds to the concept
of having social capital (McLean et al., 2002; Putnam, 2000). My “social capital” was cultivated
by living in Los Angeles and is situational in its opportunistic nature; it enabled me to buy magic
tricks and expand my repertoire with routine performances among the elite of the entertainment
industry (McLean et al., 2002; Putnam, 2000). In fact, my newfound adolescent and early adult
“financial freedom” also meant that I did not have to rely on my family for any financial support
to pursue my interest. Having money, which was earned by “word of mouth” referrals within Los
Angeles, enabled me to go into the city and Hollywood to scout magic shops, attend
performances at the Magic Castle, and go to national magicians’ conventions as an adolescent.
Yet all of this was possible because I held a deep passion for the pursuit of magic and had a
strong sense of self-efficacy to apply myself to the craft. As stated in Chapter 2, the scientific
literature offers strong validation through several studies that such personal attributes exhibited
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in early childhood and adolescence are strongly correlated with any form of occupational success
(Catterall, Chapleau, & Iwanaga, 1999; Hetland & Winner, 2001; Roege & Kim, 2013).
Yet, the narratives presented at this level also identify deep-seated fears about the
“outside world” and a developing internal conflict on going against the wishes of my family. The
fact that my father had a gun in our home, drank heavily and intimidated his family while under
the influence of alcohol, and stated things like “people are no damn good” instilled fear in me to
stay within the bounds of expectation, and more often, retreat from reality. Thus, I adopted a
behavioral façade of “go along to get along” of which my true desires became secrets not to be
shared. My personality was definitely altered by these traumatic experiences and deeply
internalized for decades following childhood.
Mesosystem/Family: Parental Guidance and Social Support Revelations
The important influence of parental support on adolescents’ career decision making and
self-efficacy has been examined (Frey & Röthlisberger, 1996; Jodl, Michael, Malanchuk, Eccles,
& Sameroff, 2001; Raque‐Bogdan, Klingaman, Martin, & Lucas, 2013). Parents play a key role
in helping with their children’s career goals. Emotional support from parents helps adolescents to
develop their coping skills along with their ability to overcome career related barriers.
Though I apparently had a passion and talent for magic, the evidence I gathered in this
study revealed that I did not receive any strong encouragement to pursue this artistic passion by
my family. In fact, this theme has not changed even decades later as an adult. In other words, at
the microsystem level, despite the obvious energy I was putting into the pursuit of magic,
parental support was minimal. While I had all of the basic necessities of life, what I lacked was
familial support and guidance about career options, factors previously shown as critical to life
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direction and occupational decision-making (Jeynes, 2012; Witte, Kiewra, Kasson, & Perry,
2015).
The data I presented underscored the negative social support I felt I received from family
around my intention to become a magician. Messages about magic being a fine artistic endeavor
merely “as a hobby”, but not a practical career pursuit for a man in US society were obvious
from the analyses of the evidence. While my recent interview with a family member who
performed magic did not reveal that he had received negative messages about magic as career, I
recalled a different conversation. In other words, I argued that we both received similar messages
about magic as a nonviable career option.
In fact, I present evidence in Chapter 3 that even my college major of “Marketing” was
chosen for me by my parents, as it seemed a more practical approach to a career. This form of
“pragmatic support” from my parents actually took the form of negative social support, a
phenomenon that is contrary to the scientific recommendations on the role of parents on
children’s occupational decisions. Negative social support packaged as “pragmatic support” has
a highly detrimental effect on children and adolescents and has been shown to result in denial,
depression, and generalized stress that result in avoidance coping mechanisms (Ellis, Nixon, &
Williamson, 2009). In retrospect, it seems that the although my parents took a strong role in
guiding my decisions, thinking they were engaging in pragmatic support, this strategy resulted in
a strong divergence from my career aspirations toward that of a socially acceptable role as an
educator (Zhu, Tse, Cheung, & Oyserman, 2014).
I also recognize now that alcoholics tend to alter their “sober” comportment by offering
some compensatory assistance, though it may be misguided, to others whom they have
negatively affected while under the influence (Wiseman, 1981). It is not surprising in retrospect
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that such overtones were uninformed as my family was not paying much attention to my
personal interests, nor in fact were able to cognitively assess much of what was going on in my
life. As detailed in Chapter 4, both parents were overwhelmed with the care and obligations of
having a large family and numerous social commitments and confounded by alcoholic
impairment and codependency maladaptation to offer any useful guidance to a burgeoning artistmagician. Given the chaotic and challenging family circumstances we endured, it has become
clear that the unpredictable nature of pursuing an entertainment career would only heighten my
parent’s fear, concern, and commitment beyond their existing obligations. Thus, as recent studies
have shown, peer and parental attachments may be compromised as a result of parental alcohol
abuse, leaving children to independently cope and find their direction in life in light of this form
of “parenting rejection” (Bensley, Spieker, & McMahon, 1994; Kelley et al., 2010).
This study therefore underscores the need that children have of their parents to be aware
of their passion, listen to their interests, and guide them into the realization of fulfilling
experiences in life. Research in this area provides a body of evidence that supports the notion
that parental support is integral to adolescent’s self-efficacy in career decision making (Ginevra,
Nota, & Ferrari, 2015; Huston, 2015; Jodl et al., 2001). The importance of social support, for
example, has been highlighted as a critical factor that distinguishes superb dance students from
those who aspire to do well in this artistic arena. Specifically, it functions “to realize potential
talent, the talented individual requires certain types of support from family and teachers at each
phase of development” (Chua, 2015, p. 171).
As my study revealed, the instrumental support I had as an adolescent was infrequent but
not surprising given my family behavioral circumstances. Parents’ emotional and instrumental
support is associated with children’s positive social adjustment and academic achievement; in the
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absence of such support, children may look for external support to compensate for such
deficiencies (Malecki & Demaray, 2003). Thus, as an adult I was not overtly aware that the old
reality was being eclipsed by the emergence of a new support system of immediate family and
potential mentors. This new reality was slowly calling out the internal conflict I experienced on a
daily basis wherein teaching became obviously a means to an end versus doing something that
held much more meaning and purpose. By arranging the Las Vegas trip, my immediate family
signaled a much-needed ending to the illusion I carried off each day. It became a highly
disruptive, but extremely positive, life event that was both jarring and energizing in its potential.
At the mesosystem level, I detailed the importance of social support in human
development and here my data shows that I faltered in this area. I was isolated and lacking in
mentorship opportunities. Mentoring opportunities, for example are helpful to adolescents’ work
and educational outcomes (DuBois & Silverthorn, 2005). Mentorships for artists, in particular,
can have a positive influence on the young artist’s career exploration by allowing the artist to
develop both professionally and in the knowledge of their craft (Daichendt, Funk, & Swift,
2014; Hays, 2013).
Conducting this study has led to the realization that not only do I have a new form of
strong emotional and instrumental support in my immediate family, but I have begun to reengage
over the past few years with potential mentors (Teller) and other magicians whose interviews are
documented in Chapter 4. I believe this shift has occurred due to the growing realization that my
life direction diverged from what was meaningful to me at an early age toward that which was
socially acceptable.
Through the interviews, I also learned that other magicians experienced similar career
commitment challenges, though due to different reasons. For one of them, it also took a
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disruptive event (loss of a job) to instigate changes in his life’s pursuits. Although the literature
is filled with evidence that mentorship is useful for midlife career changes and not a unique
phenomenon (Sullivan, 1999), for me it was refreshing to learn that other peers were eager to
lend any supportive assistance I could use as I embark on a new direction. This profound
realization, that it was possible to form a new social and professional network of support around
a magic career, fundamentally shifted my orientation from surviving day-to-day toward that of
thriving for the rest of my life.
Emblematic of this shift in direction is the development of my new brand identity
presented in Chapter 4 (logo design). Going through the complicated exercise of developing a
brand strategy with a professional marketing and branding company not only was a huge
personal investment, but signified that I was in fact building a broad, competent, and necessary
professional support team. The magicians I spoke to in my interviews indicated that they
expertly assembled their teams (often including members of their immediate families in
professional roles) that consisted of agents, managers, public relations specialists, and others to
facilitate their success. By engaging in the branding process, I was challenged to clarify who I
am and what I can offer to effectively communicate in a visual format. Such an endeavor could
no longer be internalized as a “nice hobby.” To be taken seriously by my team of entertainment
professionals, I quickly learned that I needed to set long-held fear aside and channel my passion
into my newfound, albeit authentic, identity. In other words, I had to drop the illusion to become
an illusionist.
Exosystem/Community Level: Occupational Issues – Changing Teaching Landscape
At the exosystem level, my study reflected that teaching has become a joyless profession
mired in a changing reform landscape. Recent surveys suggest that teachers are operating under a
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great deal of stress and feel devalued in their roles (Richards, 2012; Sprenger, 2011). Through
presentation of artifacts related to teacher evaluation procedures, there is evidence to support the
fact that new educational system policies have contributed to making the school climate more
unsatisfactory. In general, there appears to be a generalized opinion articulated by teachers that
workloads are overwhelming and what is accomplished in the classroom is unappreciated.
Previous work on exosystem influences have cited the high levels of stress for teachers
today (Collie, Shapka, & Perry, 2012; Richards, 2012). An artifact I presented focused on testing
and student growth. As detailed, teacher effectiveness is calculated based on test scores which in
turn effects pay bonuses for teachers. One study examined three separate types of student growth
models and suggested that student growth percentiles may be the least effective model among the
three (Ehlert, Koedel, Parsons, & Podgursky, 2012). One distinctive characteristic of the SPG
model is that no controls are put on the test results for student characteristics or school
environment (Ehlert et al., 2012). Along with greater emphasis on student test scores, an
increase in the number of classroom observations has become the standard for teacher evaluation
(Anderson, 2012). With a detailed rubric to complete in each observation, administrators are
spending an increased amount of their time conducting observations, and not always to the most
efficient end. One principal stated , “We are spending a lot of time evaluating people we know
are very good teachers” (Anderson, 2012, p. 3). In addition to the observations themselves, a preand post- observation conference also has to take place. An environment can be created wherein
teachers are constantly on guard to put on a show for potential administrative observers
(Schmoker, 2013). As I stated earlier, this new system of evaluating teachers remains a work in
progress and there have been no final decisions made as of February 2016 on the implementation
decisions. Yet, as previous studies have identified, teacher impact cannot be measured accurately
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with any one particular method (Guarino, Maxfield, Reckase, Thompson, & Wooldridge, 2015;
Guarino, Reckase, & Wooldridge, 2014; Sass, Semykina, & Harris, 2014).
Teacher surveys of school climate suggest that how teachers perceive their school climate
can have an affect on their desire to stay in a particular work setting (Robinson, 2015). Other
factors as well may contribute to teacher turnover including workload, parents of students,
administrative support and salaries (Burke et al., 2013). Perceptions by teachers of
administrative support are related to teacher self-efficacy and stress levels (Kerr, 2013). Research
conducted on the reasons why math teachers leave the profession cite low salaries and
administrative support among others (Curtis, 2012). In addition, as I am familiar having worked
in Title I schools for most of my teaching career, students in some schools present a number of
challenges for educators that can not be solved by education alone. For students from lowincome families, their lack of success at school is the result of many factors which are outside the
school environment (Kraft et al., 2013). Lack of supports can effect teacher turnover in these
contexts. The erosion of institutional support for teachers is also reflected in salary stagnation
that was especially apparent during the most recent recession commencing in late 2007. It has
not been uncommon to experience wage erosion in this occupation; in fact, in one year I actually
made less money than the year before. It seemed as if the salary I was earning, as that of my
peers, was out of touch with the actual cost of living. In other words, my cost of living had
increased while my salary did not and a generalized phenomenon broadly experienced by
teachers employed for years or decades (Chingos & West, 2012; Simpkins, Roza, & Simburg,
2012).
While the data I collected about my job as a teacher contributed to my desire to leave the
profession, I was also becoming aware of arts opportunities in the Atlanta area (Poole, 2001).
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The study revealed that there are possibilities for a career in the arts, especially if one is
committed to enduring the highs and lows that accompany an entertainment career. In fact,
Atlanta has now surpassed both Los Angeles and New York as a highly desirable city (#1 in the
country) for film and TV production; it is an new “entertainment capital” in the US (Shropshire,
2015).
As this autoethnography documents, I have taught second grade for many years and have
collected representative artifacts that highlight my current experience in the classroom. During
my tenure as a teacher, I recall that we gave our students the end of year test known as the CRCT
(Criterion Referenced Competency Test). It took hours to give the tests to little 7 and 8 year olds.
Back then (not that long ago), my peers and I would try to voice our complaints to administrators
about how long it took the children to complete the tests. Testing is powerful and has a
stronghold on our society and education practice; evolving policies may alter testing standards
and implementation, yet the pressure placed on teachers to achieve consistently high benchmarks
for their students’ performance is likely to endure for some time (Chapman, 2007).
The latest subtlety that I see presented by schools is the emphasis on “college and career
readiness first” – a phrase that recently appeared in the literature (McWhirter, Crothers, &
Rasheed, 2000; Sinclair, Dowson, & McInerney, 2006). Now high schools are including job
training in their curricula; indeed, even middle schoolers take field trips to learn about careers in
business. Schools are becoming more specialized emphasizing math, science and technology for
example. The performing arts are a specialty that exists as well Eisner (1999); (Eisner & Day,
2004b). Career readiness in the arts seems to make logical sense when school districts are
beginning to think beyond just college as a destination for their graduates (Dick & Rallis, 1991;
Lynch, 2000).

155

Research Implications
This study is the first known autoethnography on a midcareer shift that is informed by an
established behavioral theory that examines multilevel influences on occupational decisions. By
demonstrating the role of each level on resulting life choices and conflicts, the Bronfenbrenner
model has demonstrated its utility in application. This study is poised to make a contribution to
ongoing discussions of autoethnography as a research method. It will rekindle interest in this
behavioral framework as the model challenges the researcher to consider all possible systemic
factors and their interconnected relationships. By applying the framework to my research
questions, I was able to delve deeply into the complexity of my life, decode the signals I
received, and disentangle the previously hidden and nuanced issues that were too painful to
confront until this full dissertation exercise was completed. Autoethnography is transformative
in this respect for the researcher.
Because I was studying myself and my own development, autoethnography proved to be
an appropriate method in which to tell the story of my own life and reflect the culture of
magicians and teachers in public schools. Autoethnography offers the researcher the opportunity
to be self-critical with the aim of elucidating both the experience of the individual and the
communities of which he/she is a part of. It is unique as the researcher is using “personal
experience to illustrate facets of cultural experience, and in so doing, make characteristics of a
culture familiar for insiders and outsiders” (Ellis, Adams, & Bochner, 2011b, p. 276).

My study has implications for both research and education practice. It offers direction for
future research particularly on how families, social and professional networks, and broader
workplace policies may impact occupational aspirations. As it focused on vocational research
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questions stemming from childhood aspirations, future research may benefit by looking at how
multiple systems of influence those who change careers at midlife and how they reinvigorate life
purpose and passion. For example, Howe and Goodman-Delahunty investigated police officers
and school teachers who changed careers and felt more valued as a result of their transition
(Howes & Goodman-Delahunty, 2014).
This is an important time to be in education and my study is reflective of the changes in
the profession and the expectations of teachers. Teacher evaluation, testing, and changing
curriculum standards continue to undergo reform which will continue to effect the daily life of
teachers. While I may offer limited solutions to the problems I see in public schools today, I can
offer the research community a window into the reasons why I find it so untenable. Future work
with teachers who bear similar experiences to mine is in order to stem the rising tide of those
leaving the profession. Understanding factors contributing to their decision is critical to address
the exodus currently underway in public schools across America.
In addition, my study sends out a salute to the arts and why they are important in schools.
While studies have been conducted on short-term impact of arts education on student
performance and related indicators of personal satisfaction, few longitudinal studies have
captured longer-term impact on individuals’ occupational choice. Comparative benefits of arts
education (e.g., music, art, theater classes) versus other “elective” creative subjects (e.g.,
woodworking, forensics, etc.) may also be assessed through rigorous research for purpose of
establishing exposure to such forms of education compared to other options. In this respect, the
value of arts education may be evidenced and thereby inform future policy and funding priorities
amidst limited resources for student elective courses.
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Implications for Practice
Arts education
Teachers encouraged my interest in magic. I began my own study of magic when in grade
school and the interest was strong enough to attract the attention of my peers as well as teachers.
As the inclusion of the Houdini book cover shows, any support I had at the microlevel was
important enough for me to include here all these years later. In a time when more emphasis and
time is placed on standardized tests and accountability measures in education, it is still important
for teachers to continue to encourage young artists in their classrooms and schools. The pressure
of changing reforms on teachers can be debilitating. There are constant tweaks within the
educational system to adjust to and the workload is never ending. The reasons we are in the
classroom today may not be the same reasons we started with as educators.
My decision to enter the field of education resulted from many who observed that I was
“good with kids.” I loved and respected them. These are the kinds of traits an elementary teacher
should have. For me, the system of public schooling wore me down. I have spent almost all of
fifteen years working with disadvantaged children in Title I schools. Perhaps I should have
moved into a different school at an earlier time and I have tried several times. I have tried to gain
the support of my principals to do something different in my current school, but that has never
materialized. I had a conversation with a principal in a highly rated school in our county this past
spring who said she will only look at a transfer request if the teacher has gifted certification or
some other endorsement such as ESOL. There has been tremendous turnover at my school, a
sure sign that people are unhappy. I am one of them.
I know there are different types of teacher education programs. The kind of program I
went through had us do a couple of practicums and a fifteen week stint of student teaching where
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I was not teaching the entire time. I know this is not the best way to learn the life of a teacher. A
prospective teacher needs to get into the nitty-gritty of teaching right away and really learn what
the profession is really about. Courses are fine, but it is mostly on the job training that saves a
person. My colleagues were most helpful and friendly in my early years of teaching. That was
really appreciated. I always said the people were the reason I stayed at the school. I was grateful
for that.
I have heard rumors that the current state of teacher evaluation might morph into
something that does not require six observations per year. That would help, because in my view,
it is a yearlong pressure cooker now. This is just my experience, but teachers would benefit by
knowing what they are getting into. When I started ten years ago in the county where I currently
teach, I was pleasantly encouraged by the professionalism and respect I felt teachers had. That
good feeling has eroded now. Unfortunately, I often feel ignored and unappreciated for what I
do. I can no longer point the finger at anyone. I believe it is the system itself that has forgotten
why teachers are needed and valued. Teachers are so important, yet are treated with such
disregard. I hope that changes and I know that there are teachers that feel valued, but I also think
the stress of the current situation is driving a lot of people right out of the profession.
Teacher Retention
The culture present today with changing policies bearing down on the day to day lives of
teachers makes it easier to leave the profession. Talking with teachers who have been in the
profession for twenty to thirty years describe days past when teaching was fun. Is that not
important anymore? With the pressures on educators and administrators today, is it possible to
still enjoy teaching? Annual surveys of teachers conclude that job satisfaction continues to
decline among teachers (Markow, Macia, Lee, & Interactive, 2013). The MetLife teacher survey
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asked teachers about their stress levels and concluded that elementary school teachers (myself)
felt more stress than their counterparts in middle and high school. In addition, they found that
teachers who were in the middle of their careers teaching in low income, low performing schools
had greater job dissatisfaction with their jobs (also myself).
Moving beyond the Illusion of What’s Expected
One Saturday morning years ago, I was watching CSPAN on television. That day Fred
Rogers was speaking behind a podium to a room full of broadcasters and news people. Yes, it
was the Mr. Rogers of Mr. Rogers’s Neighborhood. He was a comforting presence to be sure
and I will note started out doing puppetry too. In his address, he said something to the group that
I will always remember. He told the group of hardened (my view) news professionals that you
must do what you love in front of the children. In other words, there is something of great value
to children in seeing adults performing/exhibiting something that they truly love. When I do
magic for the children I work with, I believe that I am doing something good for them and for the
world. And I have made it my mission to encourage kids’ interests even if they are not exactly
aligned with a curriculum standard.
For me, the arts is what I love. For a while in my life, I had forgotten about what I love. I
had to be reminded that I think about magic in some way every day. I had to be reminded that try
as I might, magic can not go away for me without my noticing. Magic is an art form that I have
loved since a child, but have never taken the leap to see if there was a way to make a living with
it. Now, at midlife, it is time for me to see what options are available. I know it takes courage to
make this kind of a change, but like Houdini hanging upside down over a building and escaping
from a straitjacket, I am struggling to escape too.
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AFTERWORD
This dissertation has brought me full circle. My passion has been reignited by
surrounding myself with supportive people who believe in the power of magic. In June 2016, I
am once again going to Los Angeles and Las Vegas. I intend to meet other magicians in Las
Vegas and while in Los Angeles, I will be auditioning to become a member of the Magic Castle
in Hollywood to officially launch my magic career. Ultimately, this autoethnography has
demonstrated its power to transform my life for the better that in turn will bring magic to the
lives of others.
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APPENDIX A
INTERVIEW GUIDE (MAGICIAN VERSION)

Note: The point of the interviews will be to study the perceptions of magicians and professionals with
magician aspirations.
Interview #1: About general experiences

1. General information
a. Please tell me about your life.
2. Talk about your overall experiences as a magician.
a. Talk about experiences that you remember that were positive. What made them positive?
b. Talk about experiences that you remember that were not so positive. What made them not so
positive?
c. What experiences do you wish you had had or wish you would have?
3. Talk about your mentoring experiences as a magician.
a. Talk about how you were mentored.
b. What do/did you think about your mentoring experiences?
c. How do you/would you mentor other magicians? What experiences and action would you take
to provide them with support to achieve the position they intend?
4. Talk about your professional life and personal life.
a. Talk about a typical day in your professional life.
b. How did you work with your professional life in relation to your personal life?
c. Did you find a balance in these two lives? If so, how? If not, why not?
5. Would you recommend a career as a magician to others? Why or why not?
6. What have you taken away from your experiences?
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APPENDIX B
INTERVIEW GUIDE (FAMILY MEMBER VERSION)
Optional interview guide
Note: The point of the interviews will be to study the perceptions of family about the magician and his magic
aspirations.
Interview #2: About general experiences

1. General information
a. Please tell me what you recall of my life as a magician.
b. Talk about experiences that you remember that were positive. What made them positive?
c. Talk about experiences that you remember that were not so positive. What made them not so
positive?
2. Influences
a. (optional) Did anyone encourage/discourage me in your pursuit of magic?
b. (optional) Is there anything else you wish to offer?
Thank you for your time and willingness to participate!

185

